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Abstract 
 
 
 
This study is innovative in that it draws together the concepts of suggestion 
from several cultural groups and develops an inventory to account for 
variations the occurrence of scale to studies the relatively new area of the 
effects of suggestion in classrooms and compares effect on personality and 
academic variables.  As new ideas and knowledge become more widespread 
and accepted by the community and teaching profession, precision in the 
applications of suggestion in the classroom is being seen as more important.  
Although new to education, suggestion and similar variations has always been 
central to influencing behaviour and learning among pastoral, counseling and 
hypnotherapy fields. Teachers who had experience or influence from those 
fields or the ideas of Lozanov (1978) or accelerated learning groups were and 
are more the exception than the rule.  However, as new ideas become more 
influential, the influence of suggestion in is becoming increasingly important in 
progressive, modern education.  
 
A major goal of the study was to provide a valid instrument to compare 
Chinese and Australian differences and similarities in use of suggestion in 
learning. It was hoped that such a comparison would provide increased 
mutual understanding of values, strategies, practices and preferences by 
teachers and students.  A second goal was to develop a causative model that 
explained the relationships between the measured variables of personality 
and learning behaviour and suggestion in teaching and learning..  A third aim 
was to make a comparison on effects and performance of suggestion in 
teaching and learning in Australian, Chinese and Australian accelerative 
learning classes. 
 
This study examined differences between Australian and Chinese high school 
Science classrooms in their use of suggestion in teaching and learning. To 
ascertain the prevalence and types of suggestion in the classroom the 39-item 
suggestion in teaching and learning (STL) scale was developed and validated 
  
v 
in Year 7, 9, and 11 high school classes in China and Australia.  The STL 
scale categorized suggestion into the following types or subscales:  Self-
suggestion, metaphor, indirect non-verbal suggestion, general spoken 
suggestion, negative suggestion, intuitive suggestion, direct verbal 
suggestion, relaxation, and de-suggestion.    
 
The study involved surveying 344 participants (n=182 female, n=162 male) 
from  four high schools in Australia and China.  A further 374 participants 
(n=108 teachers, n=266 students) from six high schools were surveyed for 
selecting a Chinese sample in a pilot study. About 284 participants (China: 
200 students; Australia: 84 students [includes 8 adults]) were observed for 
validation of the STL instrument. All subjects and classes were randomly 
selected and were surveyed and observed for the purpose of scale and model 
development. 
 
The STL scale was found to be capable of distinguishing different types of 
suggestion within Chinese, Australian, and Australian Accelerative Learning 
classes.  The STL scale was significant as a first scale to measure suggestion 
in teaching and learning in Australian and Chinese classrooms. Items in the 
scale were strongly and significantly correlated with other items within the 
subscales and with the overall scale.     
 
Path analytic techniques were used to explain relationships between the STL 
scale, its subscales, nation, gender and high school students profiles on 
stress, depression, learning styles and academic grades.  Limitations of the 
study included problems arising from language and cultural differences as 
well as newness of the scale and the field of study.   Recommendations for 
further study included strengthening aspects of the scale with new items and 
further qualitative and quantitative studies on the uses of suggestion in 
academic learning and other forms of change in childhood and adolescence.   
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CHAPTER 1 
 
 
INTRODUCTION 
 
 
Background 
 
This thesis represents a comparative study of the technique of ‘suggestion’ in 
teaching and learning situations (STL) carried out in Australia and China, and 
investigates similarities and differences in the use of STL methods and STL 
models in classrooms in each of these countries. It looks to uncover those 
supplementary cultural factors at work in these models, which might serve as 
guidelines or points of reference for teachers conducting a learning program in 
a culturally alien environment. In addition, the study attempts to synthesize 
Australian (or more generally, Western) and Chinese (or more generally, 
Eastern) approaches to suggestion in teaching and learning, both for practical 
instructional use and as a contribution to global education and 
multiculturalism.  
 
Problem Statement and Study Motivation 
 
There are several key reasons for conducting this study. The first arises from 
the underlying problem of a lack of suitable theoretical description of the role 
of super memory and suggestion in learning and teaching, and there is a need 
to systematise and codify our current understandings in this area (Felix,1989; 
Neville, 2005).  The second reason emerges from the expressed need by 
Chinese educators for more advanced approaches in this area to pedagogical 
situations (Zheng, 2004). Thirdly, there are complementary needs arising from 
requests of contemporary Chinese students who seek more advanced 
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learning methods in order to compete more favourably in a global economy 
(Wan, 2001). Finally, in Australia, which is a highly multi-cultural country, there 
is a need to develop a suitable pedagogy based upon this approach for 
teaching students from culturally diverse backgrounds (Watkins & Biggs, 
1996).  Each of these issues will be elaborated in turn, and the links to 
previous approaches discussed in order to further contextualise the study.  
 
Theoretical Need for the Study 
 
Much of the recent knowledge in the field of suggestion in teaching and 
learning has been built on the pioneering research begun in the 1950s by 
Bulgarian psychiatrist and educator Georgi Lozanov (1978), who initially set 
out to determine why some people appear to have ‘super-memories’.  
Lozanov was subsequently able to apply this basic research to practice in 
teaching and learning, particularly in the area of foreign language learning. 
Arising from this early work, which had become known as ‘suggestology’, 
came the field of pedagogy known as suggestopedia, which Lozanov was 
able to explicitly define.  
 
From these early beginnings in Europe, suggestology moved to North 
America, where it was used with considerable effect in bilingual education in 
Canada in the early 1970s (Bancroft, 1979). In addition, Benitez-Bordon and 
Schuster (1976) began to apply the principles of suggestology in the United 
States. Currently, suggestology has been applied to education in many other 
Western countries, including New Zealand, Australia and Liechtenstein 
(Stockwell, 1992). The first application of suggestion in teaching and learning 
in an Asian cultural environment was by Suzuki, a Japanese scholar (Mills & 
Murphy, 1973) in the context of learning violin, piano, cello, mathematics and 
English. 
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Since these first attempts at introducing suggestology into classrooms around 
the world, there have been a number of models of using suggestion in 
teaching that have achieved significant effects in Western classrooms 
(Chlopek,1995). However, until now no one has applied suggestology or 
suggestopaedia to teaching and learning in Chinese classrooms, and no 
research studies on suggestion in teaching and learning have as yet 
appeared in the Chinese educational literature. 
 
It should be noted, however, that the notion of suggestology had been 
introduced to Chinese teachers and scholars through “The Learning 
Revolution” (Dryden & Vos, 1994) that was first translated and published in 
China in 1998.  However, the introduction of this method into Chinese 
classrooms has been slow, because there have been some Chinese scholars 
who questioned whether this method of teaching would be suitable in the 
Chinese cultural context (Ge, 2002; Jiang, 2004). As result of this professional 
scepticism, suggestopaedia has not been widely applied and adopted in 
China, and one of the motivations for undertaking this research was to 
investigate the reasons for this slow uptake. 
 
The Chinese Educational Context 
 
Relatively recently, education in China has been opened up to various levels 
of reform that include the introduction of innovative teaching methods 
developed overseas into its previously established system. Currently, there is 
keen interest in adjusting and developing Chinese traditional teaching and 
learning methods in order to keep pace with the rapid social and economic 
development which is now well under way, and also to facilitate integration of 
Chinese students into the global environment. It had become clear to Chinese 
educational authorities that, following the opening up of China to the Western 
world in the 1980s, Chinese educational methods had fallen behind Western 
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practices by at least thirty years.  During this hiatus, the basis of teaching and 
learning methods in China were derived from Marxist philosophy, and the 
methods employed at the time had to be consistent with Marxist principles 
adopted from the experience of the Soviet Union.  
 
These methods, which had dominated Chinese teaching and learning for at 
least fifty years, had not integrated new perspectives on teaching and learning 
nor the impact of the latest educational technology. Current Chinese scholars 
and policy makers have realised that new educational methods and new 
technology are the key to advanced learning, and they have become keen to 
import these ideas. They recognized the need for fast and effective methods 
of knowledge acquisition, because China is now struggling to keep up with the 
pace of technological development.  
 
Possibly due to the recent over-emphasis on economic development, 
educational issues have, for some time, not obtained a high priority in China. 
However, recently the Chinese government has begun to pay much more 
attention to educational development and there is increasing pressure to bring 
new educational theories and practices into China. In 1999, the Chinese 
National Congress and previous President Jiang Ziemin, in a special debate 
on new ideas in education (Jiang, 1999), emphasized importance of the 
continual learning as an essential component of Chinese social development. 
This sent a clear signal that China is seeking to improve teaching and learning 
methods by importing techniques from the West to meet current and emerging 
Chinese needs for education. This expressed need for reform in Chinese 
education was the second of the motivations for undertaking this study. 
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Need for Individual Student’s Personality Development 
 
In China, the world’s most populous country, there is extreme competition for 
students to achieve excellent results. Learning is always very competitive as 
there is a large population of students and limited employment possibilities. As 
a consequence, schools and institutions of higher learning are highly stressful 
environments where individual students face huge pressures and challenges 
as large cohorts of students face competitive examination.  In the 
contemporary context, education in China is more than ever perceived as a 
means of gaining upward social mobility, material rewards, promotion and 
high social status, and as a pathway to overseas travel.   
 
As students strive to learn a large range of subjects more easily and quickly in 
order to get a competitive advantage in this changing environment, it has 
become clear that the old established teaching and learning methods are not 
suitable for maintaining a broad base of high motivation in young people. It is 
an unfortunate fact that in a changing situation where students need to be 
responsive to the introduction of new concepts, many students are spending 
more and more time on study and much of this time is spent on repetitive 
practice.   
 
From many teachers’ point of view, the basis of Chinese educational 
philosophy is that learning is hard work, and there is no expectation that 
learning might be a joyful and relaxing experience.  Thus, consistent with this 
cultural expectation, teachers tend to deliberately create an environment of 
hard work for students, since they believe that high levels of stress are 
valuable for students and a positive factor in achievement. Traditional 
Confucian Chinese learning concepts have always emphasized that learning 
is a process of dedication and hard work, which is test of students’ will and 
endurance. In addition to the influence of Chinese educational cultural 
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practices, students’ families expect them to achieve highly at school or 
university.  
 
In the light of these concatenated cultural pressures, it is not surprising that 
Chinese students, although used to situations of high stress, will be receptive 
to new teaching strategies that result in more efficient and effective learning. 
As a result, it is anticipated that students will find new interest in education 
since these more effective methods of teaching and learning will save them 
from always being in a high-stress situation.  The desire of Chinese educators 
and learners to engage in less stressful and more efficient teaching and 
learning methods was the third motivation for this study. 
 
The Australian Educational Context 
 
Cultural conflict is a regrettable but common social and educational 
phenomenon in any country that encourages high levels of immigration. 
Students who migrate from countries with a different cultural background to 
the host country always encounter considerable frustration due to unfamiliar 
culture mores and educational practices.  Prichard and Taylor’s (1980) study 
of host countries such as the United States of America showed that there 
were a high percentage of educationally disadvantaged students who came 
from countries with cultural backgrounds different to the mainstream culture 
who were in need of “remedial help”. Their home life was characterized by 
having a low socio-economic status; they displayed atypical patterns of 
spoken English; and suffered from a general lack of stimulation arising from 
basic educational experiences that are usually conducive to high achievement 
in American public schools. Along with this poverty of experience frequently 
came a poor self-concept, as result of not being able to conform to the 
demands of the dominant culture. 
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Australia is a country that has experienced one of the highest levels of 
immigration in the world. Although Australia is different from the United States 
in many ways, overseas students and educators in Australia are faced with 
similar educational problems and issues. In Australia, students from China 
and other countries sharing a similar educational heritage represent a major 
stream of immigrants, and have established an important sub-community in 
Australian society.  
 
However, for reasons related to cultural heritage and family practices, 
Chinese students often find it very difficult to fit into the culture of the dominant 
community as individuals or as a group when the dominant culture is based 
upon very different practices and understandings.  For example, the 
Australian classroom is typically much more free and open than the Chinese 
classroom in that there are few limitations to ideas and discussion, which is a 
source of cultural strain for a student familiar with the Chinese tradition. In 
addition, the notion that school classrooms should be places of fun and 
enjoyment is unfamiliar and alien. Consequently, what takes place in an 
Australian classroom does not feel like teaching and learning, since much of 
what goes on is relatively informal discourse between teacher and students. 
By comparison, Chinese classrooms typically lack opportunities for students 
to engage in abstract thinking; they have an over-emphasis on concrete 
examples; they do not provide instances where students can display 
creativity; and they place constraints on behaviour based upon the notion of 
avoiding embarrassment or ‘saving face’ (Chan, 1999). As a result, educators 
from an Australian cultural background consider that Chinese students are 
generally reluctant or shy in relation to asking questions, and perceive that the 
students are loath to share their concerns about their teachers or the teaching 
they are receiving. Because of the training received in their early education, 
imbued respect for teachers precludes any critical discussion by students 
about the style of teaching or teaching methods that they are experiencing.  
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It is from this basis that the usefulness of this comparative study emerges. It is 
anticipated that the study may provide valuable insights for Australian 
educators as they teach Chinese students in Australian classrooms.  Up to 
this time, Australian educational literature and studies on issues related to 
teaching and learning of Chinese students in Australia have focused notions 
of the  ‘development’, ability to ‘cope with a second language’, ‘assessment ‘ 
and ‘adaptability and continuity’  (Watkins & Biggs, 1996) of Chinese students.  
 
These studies have investigated how Chinese students might fit into the 
Australian “assessment system” and into the education system generally 
under the assistance of Australian educators. In addition, they have 
considered how teachers might help Chinese students understand Australian 
cultural mores and how best to provide them with the necessary functional 
skills to achieve their educational goals. 
 
Whilst these studies have been helpful in assisting Australian educators 
teaching Chinese students in Australian schools and universities, the current  
study contributes further to this body of knowledge in that it attempts to assist 
Australian educators to identify more closely the learning characteristics of 
Chinese students and what their expectancies are of the teacher. This is an 
important issue when students are in an alien teaching and learning 
environment, and it aims to facilitate an educational experience ‘according to 
students’ aptitudes’  (Kong Zi, 1986) to give them effective and efficient 
assistance. The pedagogical imperative for Australian educators to develop 
deeper understandings of their multicultural students’ needs was the fourth 
motivation for this study. 
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Phenomenon of Cultural Conflict  
 
As previously indicated, Chinese students often have problems fitting into the 
Australian education system, even though they exhibit stronger achievement 
motivation and extremely hard work as compared to Australian students 
(Smith & Smith, 1999). Typically, Chinese students find that the teaching style 
they are familiar with is quite different to what happens in most Australian 
classrooms, and the responsibilities of the learner and the overall academic 
requirements are also very different. Hence there is a significant educational 
issue for these students of how to adapt to the Australian system and the 
Australian academic requirements.  
 
Based on Australian educational criteria, Chinese students are described as 
rote learners (which more recently has been referred to as surface learners 
rather than deep learners), who seldom ask questions and who do not 
comfortably participate in tutorial discussions (Watkins & Biggs, 1996). 
However, paradoxically, Chinese students are represented disproportionately 
amongst the highest achieving student groups, with higher than average 
academic records. A number of researchers have shown an interest in this 
aspect of cultural diversity and have conducted studies to find explanations for 
this apparent cultural contradiction (e.g., Biggs & Telfer, 1987; Bond, 1991; Ho 
& Chiu, 1994; Smith & Smith, 1999). 
 
According to the perceptions of Chinese students (Wu, 1999), Australian 
classrooms are characterized by too many activities, the overuse of posters, 
music and visual cassettes, with other students asking too many questions. In 
general, they perceive the Australian classrooms as disorderly and without a 
serious atmosphere. In this perceived situation many Chinese students cannot 
concentrate on what they should be learning in class.  
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In comparison, based on the perceptions and experiences of Australian 
students and scholars, traditional Chinese classrooms (Bond, 1991) are 
characterized by the teacher dominating the class by doing most of the 
talking, while students rarely join in class open discussions or proffer critical 
questions. It appears that students are there to learn what teachers teach 
them and the resulting learning environments are more traditional, 
authoritarian, overcrowded and unfriendly (Ho & Chiu, 1994). Chinese 
students there are apparently dominated by expository teaching, competitive 
examinations, textbook learning and rote memorisation (Curro, 2003). 
Typically, in a Chinese classroom, the students listen to teachers’ lectures 
(using the auditory modality) and make notes (using the visual modality) 
without verbally responding. Activities (using the kinaesthetic modality) are not 
encouraged in such classrooms because these activities traditionally are 
considered a negative factor, which affect the quality of the lecturing and the 
concentration of other students. Teaching in China is considered a serious 
and well-organized didactic practice based on notions embodied in the long-
standing Chinese educational philosophy. The emphasis in pedagogy is more 
on teaching than learning, with good teaching seen as the key way for 
teachers to transfer their knowledge to students and for students to gain 
knowledge from teachers. Exposed to this kind of teaching, it is not surprising 
that Australian students tend to feel bored and restricted.  
 
Notwithstanding these significant cultural differences, academic success is the 
same goal for both groups of teachers and students, whether in a mono-
cultural or multicultural environment.  Within their own educational cultures, 
Chinese students and Australian students find their own way to achieve this 
goal, with the result that many students handle teaching and learning 
demands in their own country quite successfully. However, in a cross-cultural 
environment, the same students can become easily frustrated in an alien 
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cultural teaching environment with its very different educational philosophy, 
and find successful engagement with learning very difficult. 
 
This study was designed to investigate the cultural and learning differences in 
these two educational systems by surveying students in Australian and 
Chinese classrooms. It attempted to provide both educators and students a 
basic understanding of, and simple models for, explaining these cultural 
difference and similarities in the context of suggestive teaching and learning. 
The aim was to facilitate both educators’ and students’ academic adjustment 
as they adapted to an unfamiliar cultural environment of teaching and 
learning. This exploration of ‘cultural conflict phenomenon’ is another powerful 
motivation for this study. 
 
Previous Studies 
 
This review focuses predominantly on historical and current contributions to 
this area of cultural difference according to both Western and Chinese 
authors. It has been provided here because today, more than ever, there is a 
need for multicultural, multi-disciplinary understandings in the area of East-
West cultural relations which are based on an understanding of, and respect 
for, a multiplicity of cultures, education, psychologies, and worldviews. 
 
Traditional Chinese culture and the European-derived Australian culture are 
very different social, economic and educational contexts that arise from very 
different national histories. Over time, there have been many attempts at 
delineating the differences and similarities between Chinese and Western 
cultures. For example, one attempt by Professor Zhu Guangqian, based on 
research into literature, psychology, aesthetics, education and philosophy in 
China and in Europe, concluded that the main cultural difference of the East 
and the West was the difference between humanities and science (Zhu, 
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1948). Similarly, Professor Zong Baihua argued that it was a difference 
between the perceptual and the rational (Zong, 1983), whilst Professor Tang 
Yijie emphasised that culture in the East and West differed mainly in the 
emphasis that they placed on morality and science, claiming the Chinese 
emphasize moral education while the West is more concerned with science 
and technology education (Tang, 1987). Finally, Professor Li Zehou proposed 
that the difference between East and West was mainly the difference between 
natural beauty and social beauty (Li, 2000). 
 
Notwithstanding these apparent dichotomies, most contemporary Chinese 
scholars are inclined to think that although the two cultures are demonstrably 
different, they are highly complementary. The following discussions are 
provided to give this research a deeper understanding about the concept of 
‘suggestion’ as it is understood across these widely different cultural 
backgrounds. 
 
In the West, C.G. Jung was in many respects a pioneer in the exploration of 
Chinese ideas from a western perspective (Clarke, 1995). In terms of the 
cultural relationships of the East and the West, he acknowledged the 
difficulties of bridging the wide gap between the Eastern and the Western 
ways of thinking and approaching education. But he also believed that at 
several levels there was much that Westerners could learn from the study of 
Eastern ways. At the individual level, he saw the teachings of Confucianism, 
Taoism and Buddhism as contributing in an important way to the elucidation of 
the structure of the human psyche. At the broader, social level he believed 
that certain Oriental writings offered a useful instrument for self-examination 
and diagnosis of the West’s cultural ills, and indeed suggested ways in which 
these ills might be treated or ameliorated.  
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In recent times, many scholars (e.g., Curro, 2003) have studied Confucian-
heritage cultures (CHC). Writers such as Curro have developed similar ideas 
to Jung. They remind us that students with CHC as their backgrounds may be 
highly useful to advances in pedagogy.  By considering the influences of 
cultural factors on students’ approaches to learning, it may be possible for 
teachers to discover more effective teaching methods that apply to both CHC 
as well as students from other cultural backgrounds. 
 
In China, the continual emphasis on moral education produced an educational 
tradition that evolved into two main components: (i) enlightenment, which was 
a type of positive suggestion or self-suggestion for individual improvement, 
and (ii) the instilling of knowledge through didactical methods, called 
knowledge education. These two components were widely used in self-
improvement and education under the aegis of either Taoism (Lao, 1988) or 
Confucianism (Kong, 1986), which has been the situation for over 2500 years. 
In the present day, teachers in China still use these two approaches. Only 
recently has a third teaching method, called ‘ability education’, been taken up 
by educational organizations in China.  In summary, Chinese education 
recognizes these three components of the teaching method: enlightenment, 
knowledge education, and ability education.  
 
Studies into Cross-cultural Issues in Teaching 
 
An early study conducted by Stevenson and his group (1994) had concluded 
that establishment of gifted education programs in East Asian societies 
(China, Japan and Taiwan) is not determined by economic development level 
or school quality but by the culture's philosophy of education. Their research 
on comparisons of cognitive development, science process skills, and 
attitudes toward science among China (Stevenson, 1994), observed teachers 
with different science backgrounds. This ex post facto study of 1,486 
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education majors found that 53.5% of participants were at the formal 
operational stage while 43.9% were at the transitional stage. Students with 
more science courses in grades 10-12 had significantly higher scores for 
cognitive development and science process skills. No significant differences 
were found in cognitive items or of students’ attitude toward science. 
 
In an interesting cross-cultural study, Stevenson, Lee, Chen, Lummils and Ge 
(1990) conducted a study designed to compare the mathematics achievement 
of 1st and 5th grade children in Chicago and Beijing. Samples were drawn at 
each location, making efforts to ensure the samples were representative of 
each city's demographics. Over 3,000 children were tested in groups. Small 
random samples were also tested individually at each testing site. The 
children were given a series of tests to measure computation ability as well as 
their ability to apply their knowledge of mathematics. Additionally, children's, 
teachers’ and parents' attitudes about mathematics and mathematics 
achievement were assessed. In this work, American children scored 
significantly lower than Chinese children in nearly all categories. In addition to 
being more effective problem solvers, Chinese children solved problems more 
rapidly than the American children.  However, Stevenson et al. concluded that 
while American children demonstrated poor performance levels on the 
standardised tests, at the same time they evidenced very positive attitudes 
toward mathematics. In the study, American children seemed to believe that 
mathematics is easy for them, and believed that they are doing well. American 
parents also believed that their children were doing well in the mathematics 
class. The researchers contended: 
 
It will be difficult to convince American children that they should strive 
harder in mathematics if their parents maintain low standards and 
express high satisfaction with their children's progress. (p. 53)   
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Stevenson and Stagler (1992) carried out an examination of the educational 
practices in China and Japan in an attempt to determine how educators in 
Western classrooms might learn from these practices in order to produce 
better results, and what educators in Western classrooms should and can 
learn from their cultures.    
 
Schoenhals (1993) found that a ‘paradox of power’ exists in cultures where 
‘face’ and ‘shame’ are important. It is this paradox that accounts for why 
inferiors in such cultures (for example students in the classroom) have certain 
powers of evaluation, criticism, and shame that can be effectively used 
against their superiors (teachers). In a Chinese classroom situation, a guest 
teacher is expected to deliver an excellent performance that approaches 
perfection. Such research into cultural determinants provides useful context 
for our understanding of classroom interaction in China.  
 
In a second study, Schoenhals (1994) provided a description of a classroom 
activity used by a secondary school teacher in the People's Republic of China 
to encourage students to talk and actively participate in class. The activity was 
analyzed in terms of the way in which it responds to three orientations of 
Chinese culture: the inclination to compete; the enthusiasm to debate; and the 
tendency to use representatives to speak on behalf of the group. 
 
These comparative studies were done by US based scholars and focused on 
differences in fields of study or subject between China and the West.  
Although none of these studies focused on suggestion as a factor, they have 
broadly informed this study by providing a methodological point of reference 
on how to conduct this study on suggestion in teaching and learning in 
Australia and China. 
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In Australia, a number of scholars have started to realize that comparative 
studies between Australian and Chinese educational systems are important, 
but so far there have been few comparative studies undertaken. One study 
carried out by Volet and Renshaw (1996) has focused on Chinese students’ 
adaptability and continuity in Australia through a comparison of learning styles 
and motivation between Australian and Chinese students from Southeast 
Asian countries. Whilst this study is very useful to this study for its 
understanding of Chinese students’ learning styles, it should be noted that the 
study referred, in the main, to Chinese students studying overseas rather than 
those studying in mainland China. 
 
One study comparing teaching methods in China and the West (Zhang & 
Chan, 1995) found a significance in both differences and similarities in 
teaching methods, even though there are over 23 teaching models in the 
West (Joyce & Weil, 1980). In this study, six Chinese teaching methods and 
six western teaching methods were selected to compare, but suggestion in 
teaching was not included both in the West and in China. Also there is a 
limitation of this study which only focuses on educational methods that provide  
information.  By examining philosophical and cultural assumptions and 
understandings, this study aimed at creating better understanding of both 
Chinese and Western models for mutual insight and for strengthening the 
development of Chinese pedagogical theory. 
 
Suggestion in Teaching 
 
Several key researchers (Coué, 1923; Lozanov, 1978; Neville, 1989; Pritchard 
& Taylor, 1980; Romen, 1981; Schuster & Gritton, 1986;) have studied 
suggestion as a factor in both teaching and learning.  However, no researcher 
has yet formally compared the applications of suggestion in Western and 
           
  
   17 
Eastern classroom teaching, and as indicated earlier, this comparison is a 
major focus and contribution of the current study.   
 
It should be recognized at the outset that there are specific pedagogic models 
for using suggestion in teaching. Georgi Lozanov’s (1978) ‘Suggestopedia’, 
developed in Bulgaria in the 1950s, provided an effective instructional method 
based on applying elements of suggestion theory to classroom education and 
learning in foreign language instruction. Based on Lozanov’s pioneering work,  
Schuster and Gritton (1986) developed “Suggestive-Accelerative Learning 
and Teaching” in North America. In a slightly different but related vein, 
Ostrander and Schroeder (1979) developed the concept of ‘Super-learning’ as 
an accelerative learning method. Interestingly, Alfonso Caycedo, another 
medical doctor from Barcelona, completely independent of Lozanov, 
developed ‘Sophrology’,  a memory training system that is quite similar to 
Lozanov’s ‘Suggestopedia’ (Bancroft, 1979). Since the work of the early 
pioneers in this field, pedagogies based on suggestion have now been 
expanded into other curriculum areas in the West.  All these methods strive to 
foster and develop students’ personality in a positive learning environment. 
 
In China, however, there has been no systematic research into the role of 
suggestion in teaching.  However, that is not to say that ‘suggestion’ has not 
ever been applied in China, since from ancient times both Chinese Confucian 
and Taoist educators have used suggestion methods to some extent as an 
integral part of teaching. The Enlightenment Teaching of Confucianism (Kong 
Zi, BC 551-479 and Meng Zi, BC 327-289; see Giles, 1910) applies 
suggestion through teaching as an important and integral aspect of its 
teaching method.  Suggestion is also used within Taoist teaching in the form 
of self-suggestion. Self-understanding in Taoist learning (Lao Tzu, BC 540-
471 and Zhuang Zi, BC 369-286; see Giles, 1910) is arrived at and 
maintained through the application of systematic and disciplined self-
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suggestion. Taoist philosophy deals with the issue of order in nature and the 
need for harmony, which is achieved by the maintenance of positive and 
negative elements in the universe. As the influence of Taoism in China is 
widespread and deep, Chinese education has emphasized that the 
importance of both positive and negative ways as both being a natural part of 
life. Chinese educators try to develop students’ personalities in positive and in 
negative learning environments, by using positive and negative suggestion in 
teaching.  In a similar fashion, Buddhists maintain that cultivation of the mind 
(Shinohara, 1982) is the goal of Buddhism and this cultivation is achieved by 
meditation, which is a method of self-suggestion. Of relevance here is the fact 
that, as indicated earlier, these two methods, Confucianism and Taoism, have 
dominated Chinese teaching and learning styles for over two thousand years, 
are deeply imbedded within the culture and are still very evident in Chinese 
educational practices.  
 
Though several theorists have elaborated the role of suggestion in teaching 
and learning there has been no comparative study of suggestive teaching 
between East and West. On the other hand, in China and the USA, scholars 
from many fields have studied the manifest differences between East and 
West. For example, Howard (1989) provides an interesting commentary about 
the Chinese approach to learning based on observations during a series of 
visits to China. The Chinese who interacted with Gardner's toddler (Howard) 
in the hotel lobby were much more directive in their attempts to shape the 
toddler's responses than Gardner and his wife. Gardner observed that the 
Chinese style of interaction with infants provides more direction than the 
American style of supporting freedom of exploration.   
 
Interim Summary 
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In Western classrooms, there are many methods used for teaching such as: 
supervised self study sessions; seminars; lectures; laboratory sessions; 
tutorials; library-based workshops; computer aided learning programs; 
opportunities for independent study; reflection and accelerated learning.  Of 
these, the method of accelerated learning is the most recent emerging area of 
new teaching. In sharp comparison, the Chinese teaching method is the 
traditional Qi Fa Shi ( “启发式) heuristic method. Chinese teaching and 
learning is combined as one and maintains the usage of student’s 
‘comprehensive understanding’ (Jung, 1986) and intuitive ability.  As noted 
above, in Western classrooms there are many teaching methods. All these 
methods can be also characterized as using a multi-factor approach to 
teaching and learning. This is consistent broadly with suggestive teaching 
according to suggestology theory (Lozanov, 1978). Accelerated learning is an 
application method of suggestopedia that uses music, pictures, imagery and 
interactive activities to ensure that the learner is relaxed and enjoys the 
learning process. The unique synthesis of various methods of teaching and 
learning, with creation of long-term memory through processing by multiple 
intelligences, and activation of that memory in effective ways, may be the way 
to unlocking the immense potential of the human brain.  
 
Therefore, what this review has indicated is that while Western educators 
have explored the similarities and difference of various approaches to 
teaching and learning between China and the West, there have been no 
studies done on the explicit use of suggestion in teaching and learning.  To 
some extent different educational methods in teaching inevitably result in 
different learning styles, and differences in behavior and personality. One of 
the key problems that motivated this study was why the same outcomes and 
levels of student’s success could be achieved through a repertoire of different 
teaching methods in Western classrooms, but in China it is only possible 
through the three established and traditional teaching methods. In 
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consequence, this research focuses on a comparison of both Chinese and 
Australian suggestive teaching based on: a historical literature review; the 
development of a theory-based measurement scale (STL scale); collecting 
data on the use suggestion in classrooms through questionnaire completion 
and classroom observation; and modeling Chinese and Australian suggestion 
in teaching and learning in relation to theory-based aspects of student 
achievement and personality variables.    
 
Research Questions 
  
As a part of the process in developing both the ‘Suggestion in Teaching and 
Learning’ (STL) scale and the model that attempts to explain the relationships 
of various type of suggestion in teaching and learning with other related 
factors, the following overall research question was posed: 
 
What are the different effects of suggestion on student academic 
success (measured by grade scores) and personality (as indicated by 
measures of stress, depression and learning style) in three types of 
classrooms with different cultural and educational backgrounds?   
 
The concept of ‘suggestion’ will be examined from the two perspectives of 
type of suggestion and level of suggestion. More detailed discussion of the 
concept of suggestion in different contexts will be entered into later. The 
different educational environments, which will be the teaching classrooms that 
will be examined in this study, will include both Australian and Chinese 
examples.   The independent variables included in this study are: student 
gender and ethnic background; student achievement as measured by 
students’ grades in science; and personality measures of stress, adolescent 
depression and learning style. In accord with the above variables, the overall 
research question was first broken down into four initial sub-questions that are 
presented below: 
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Initial sub-question 1. 
What is the effect of the type of suggestion on student achievement and 
personality characteristics in the Chinese educational environment? 
  
Initial sub-question 2. 
What is the effect of the type of suggestion on student achievement and 
personality characteristics in the Australian educational environment?  
 
Initial sub-question 3. 
What is the effect of the level of suggestion on student achievement and 
personality characteristics in the Chinese educational environment? 
 
Initial sub-question 4. 
What is the effect of the level of suggestion on student achievement and 
personality characteristics in the Australian educational environment? 
 
However, a simplification can be made on the basis of psychological typology 
(Jung, 1986), where it is noted that a psychological ‘level’ can be a standard 
of decentralization on objective type; this means that an objective can be 
divided into different types according to their level.   Guided by this point, 
above four research questions can be collapsed into two sub-questions 
without loss of specificity, as follows: 
 
Sub-question 1. 
What is the effect of the type and level of suggestion on student achievement 
and personality characteristics in Chinese classrooms? 
  
Sub-question 2. 
What is the effect of the type and level of suggestion on student achievement 
and personality characteristics in Australian classrooms?  
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Independent & Dependent Variables 
 
Dependent variables. Student achievement as measured by students’ 
grades in science was posed initially as the major dependent variable in all 
the research questions listed above.  The direction of causation in variable 
relationships was later informed by the development of structural equations 
models (SEM) to explain the data.    
 
Independent variables. On the basis of theory, the independent variables 
for this study were: student gender and ethnic background and personality 
measures of stress, adolescent depression and learning style (visual, auditory 
or kinesthetic).  Initially all personality variables were posited as independent 
variables.  In this investigation, these independent variables were measured in 
the following ways: 
 
• Stress was measured using the Physical Stress Indicator Checklist 
(PSIC, 16 items), developed by Owens (1992).  
• Depression was measured using he Reynolds Adolescent Depression 
Scale (RADS) developed by Reynolds (1984).  
• Learning style was measured using the VAK Preference Indicator 
(VAK) developed by Bandler and Grinder (1975). 
• Student achievement was measured using grade scores taken from 
teacher records in the science subject both from Chinese and 
Australian sampled schools.    
 
Research Goals 
 
The initial purpose of this study is to ascertain and measure similarities and 
differences in the functions of suggestion in teaching and learning within 
Chinese and Australian classrooms and accelerated learning in Australian-
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only classrooms. The key research questions concern similarities and 
differences in amount, type and effects of suggestion made within these three 
types of classrooms.  
     
Subsidiary questions concern suggestive functions in China and Australia, 
focussing particularly on how or whether teachers use suggestion to provide 
positive or negative learning environments for students. This study examined 
phenomenological aspects of suggestion (Lozanov, 1978) as well as the 
relationship of suggestion in teaching and learning to variations in learning 
style, stress, depression, gender and nationality through the application of 
different teaching and learning styles.  
 
The specific aims of this research were to: 
 
• investigate the different roles, presentation processes and effects of 
suggestion as a key psychological function under different cultural 
backgrounds in Chinese and Australian classes taught with and without 
accelerative learning methods; 
• compare the similarities and difference of suggestion in teaching in 
Australian and Chinese classrooms, and analyse the reason(s) for the 
similarities and differences.    
• develop a structural causal model to explain the relationships between 
personality, performance and suggestion variables within two cultures and 
accelerative learning classrooms.  
  
Research Problems and Limitations of the Study 
 
Newness of suggestion in education.   There are no published studies on 
suggestion in teaching and learning either as a study of mono-cultural 
Chinese classrooms or done as a comparison of Chinese and Australian 
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students.  This is not surprising because suggestology is a relatively new 
teaching and learning approach in the East, and it is likely that the theoretical 
basis underpinning suggestion in the classroom has not yet been widely 
adopted by Chinese educators. It follows then that suggestion, as a formal 
teaching method, has not penetrated Chinese teaching and learning practice.    
So, in practical terms for the current study, the paucity of experience with 
suggestion as a teaching method in Chinese classrooms has meant that 
systematic study into the effectiveness of suggestion in teaching and learning 
in Chinese classroom faced significant difficulties. However, the study has 
focused upon identifying any similar ‘elements’ of suggestive teaching and 
learning which are found commonly in Chinese classrooms that may have 
emerged from the traditional Taoist and Confucian teachings. 
 
Cultural and language differences between China and Australia.  There were 
also some interesting problems faced in the attempt to conduct cross-cultural 
studies between Australian and Chinese classrooms. When operating within 
such a culturally diverse environment, common problems of observation and 
measurement arose, because of the difficulty of defining a suitable system for 
measuring educational standards, and the inevitable loss of precise meaning 
through the translation of language. This study was not only attempting to 
explore a relatively new area on Chinese teaching and learning in terms of a 
Western theoretical construct, it was also attempting to measure and model 
suggestive teaching and learning in a way that is compatible with Chinese and 
Australia standards. To make a significant contribution to the understanding of 
the application of this teaching and learning technique, acceptable 
measurement instruments and models, appropriate to the cultural contexts of 
both countries, had to be employed.  Although validity and reliability checks on 
the Suggestion in Teaching and Learning Scale were conducted 
appropriately, the fact that the instrument developed for the purpose of the 
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study is recent, relatively untried and in its earliest version was a major 
limitation of the study.   
 
The narrow focus of this study.    It is intended that this study on suggestion in 
teaching and learning should not be interpreted as a narrow comparison 
between two small and select groups of countries with a limited educational 
application. Although this study has specifically focused upon the contrast 
between classrooms in China (the East) and Australian (the West) as a case 
study, its intention is to foreground understandings related to culturally 
different classrooms that may be of benefit to education in any culturally 
diverse situation. It will attempt to bring together, both virtually and in reality, a 
group of scholars already involved with aspects of these differences in 
educational approach, and will present outcomes that consider the contrast of 
Eastern and Western practices from multiple perspectives. Clearly, the 
challenge will be not just to record those differences between countries’ 
theories and practices, but to account for similarities and difference in ways 
that reveal the nature and role of significant contrasts in using suggestion in 
teaching and learning. This will finally allow the development of a suitable 
measuring instrument and an acceptable model for use in both situations.   
 
 
 
Significance of This Study 
 
The comparison on using suggesting in teaching and learning in different 
cultural backgrounds is not to reach a conclusion that one model is better than 
another as “No comparative research indicates which models may be more 
appropriate than others” (Maker, 1982), but to find out the similarities and 
differences among these models, which can serve as guideline when 
selecting or adapting a teaching model (or models) for instructional use.  
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Therefore, this study aims to investigate whether there is a significant 
component of suggestion in teaching and learning used in Chinese 
classrooms, and to explore what is the nature of suggestion that is currently 
being used.  In addition, attempts will be made to determine what are the 
educational effects of these different types of suggestion that are being used. 
Furthermore the study aims to investigate the notion that there is a 
“universality” of suggestion in teaching and learning that can be “observed” in 
Chinese cultural “life” (Lozanov, 1978, p. 56), in order to determine the 
potential survival environment of suggestopedia if adopted in the Chinese 
cultural context.  In so doing, the project aims to develop good groundwork for 
the implementation of a Chinese version of suggestopedia by identifying the 
similarities and differences between Chinese and Australian classroom 
teaching.  During this phase of the investigation, the aim of the study was not 
only how to introduce accelerative learning approach to Chinese educators, 
but also to explore the possibility for adopting such an advanced teaching and 
learning method in Chinese classrooms.  
 
At a more general level, this investigation is concerned with the notion that the 
world today is developing toward a ‘world-system’, rather than the traditional 
system of self-contained societies and cultures. Consequently, an important 
aspect of this work is its contribution to those broader educational 
expectations associated with concepts such as globalism, multiculturalism, 
and internationalism. The current attempts to integrate China into this world 
system, implies the need for Chinese educators to come to terms with an 
internationalised curriculum, and therefore there is a requirement for 
comparative research to investigate similarities and differences between 
Chinese and Western pedagogical practices. Such a program will facilitate 
mutual complementarities of culture, society and education, and provide a 
stable basis for the internationalized curriculum.  
           
  
   27 
 
Hence, in addition to introducing accelerative learning to China, the study 
attempted to make a some detailed comparisons of suggestion and learning 
styles between Chinese and Australian teaching and learning methods, 
thereby providing Chinese students with a new approach for learning, In so 
doing, the study hoped to change students’ learning stress, behavior, learning 
style and learning environment, and, if successful, may ultimately contribute 
toward and assist the reform and development of contemporary Chinese 
education. 
 
In summary, the main focus of this study was to determine those similarities 
and differences in suggestion in teaching and learning, which have cultural 
and social implications for the practices of education. There were three 
purposes of the study. The primary aim was to discover the different roles, 
presentation processes and effects of suggestion as a key psychological 
function under different cultural backgrounds in Chinese and Australian 
classes taught with and without accelerative learning methods. The second 
aim was to produce a measuring instrument that would be able to distinguish 
suggestion in teaching and learning between Australian and Chinese high 
school classrooms, while at the same time offering possible reasons for the 
effects of suggestion on students’ learning. The third and final aim was to 
produce a model that explained suggestion in teaching and learning, while 
paying particular attention to the nature of the variables introduced to explain 
the relationships. 
 
Overall, the study is not narrowly concerned with how to improve scores on 
tests, but has a deeper interest about what knowledge of the Chinese and 
Australian experiences can contribute to the other, as well as what others can 
learn which is relevant in their own cultural contexts. Learning can arise from 
constant comparison, and the contrasts between suggestive education 
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practices in China (East) and Australia (West) may reveal much about the 
interplay of cultural tradition and modern technological values in the context of 
suggestive teaching and learning as a universal human method of learning. 
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CHAPTER 2 
 
 
LITERATURE REVIEW 
 
Background 
 
In Western literature, reports on suggestion are mainly based upon 
psychological investigations and on approaches to hypnosis. However, in 
China, suggestion is embedded in the teachings and methods of social 
communication characteristic of traditional education.  Hence, whilst the 
concept of suggestion that emerges in western countries is linked to a 
purposeful technique of learning, in China it represents a broad complex of 
notions sweeping across education, culture, religion and philosophy. 
Consequently, what might be first thought of as a simple research investigation 
soon reveals a situation in which cultural misunderstandings can quickly arise.  
As a result, this chapter is focused on a broad survey of the topic of suggestion 
in both cultures in order to establish some of the similarities and differences 
that exist in the understanding of this concept. This extensive definitional work 
was thought necessary before the generation of measurement scale items in 
the next chapter.  
 
The Importance of Definition 
 
This is a comparative study involving two countries with very different historical 
and cultural histories. These differences have influenced all areas of 
intellectual development, and what is of particular interest to this investigation 
is that this has resulted in education systems in China and Australia that have 
many fundamental differences.  Whilst each system has proven to be more 
than adequate in its own setting, the advent of the global village has inevitably 
brought these systems into sharp relief, and for reasons explained in chapter 
one, some rapprochement between them is now essential. 
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For the purposes of this investigation, it was necessary to carefully survey the 
specific meanings of certain concepts that formed the intellectual basis of the 
investigative work.  To this end, a review of literature in the fields of education, 
psychology culture and philosophy was carried out in order to prepare for the 
development of a meaningful measurement scale and explanatory model in the 
areas of suggestion in teaching and learning given in chapter 3.  
 
An Historical Note on the Place of Suggestion in Western and Eastern Culture 
 
As introduced in Chapter 1, western experience with suggestion in learning 
began with the work of Lozanov (1978) in the early 1960s. Consequently, 
western literature begins with a focus on the theory and research of Lozanov’s 
suggestology and accelerative learning. Subsequently, a number of workers 
have taken and extended the ideas in the educational area, and a significant 
amount of useful literature is now available.  
 
By comparison, the Chinese literature on suggestion has a much longer, but 
more diffuse, history. Rather than being focused upon education, it 
encompasses four fields: education, psychology, culture and philosophy. 
However, in practical terms the Chinese literature on suggestion can be 
usefully divided into two theoretical perspectives according to the exchange 
between China and the West: the first is literature which arises purely from the 
perspective of traditional Chinese heritage, and the second is literature that 
arises from interaction with imported ideas.  
 
Interaction between Eastern and Western Approaches to Psychology  
 
There have been a number of scholars (Yang, 1991; Ge, 1995) who have 
suggested that China has no formal theoretical discipline of psychology since it 
was largely an ancient culture. However, this view is now being challenged, 
and it is now being more widely recognised that, for a considerable time, there 
has existed a range of styles of Chinese psychological thought. The forms and 
appearance of these types of psychology are very different to western thought, 
and for the purposes of this thesis, some brief comment is made. 
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In China, psychology is divided into two basic theoretical types: Indigenous 
psychologies and adopted psychology (Murphy & Murphy, 1968; Heelas & 
Lock, 1981).  The first type includes Chinese native psychological schools, for 
example Confucian psychology, Taoism psychology, Buddhism psychology 
and military psychology. These are all traditional areas of thought, and were 
developed solely within China. Adopted psychology includes all overseas 
psychological schools of thought in China that have flourished since western 
psychology was imported. 
 
It is believed that Italian priests first brought western psychology into China in 
the 15th century. Records show that P. Matthaeus Ricci (1552- 1610), S. J. 
Julius Aleni (1582 - 1624) and P. Franciseus Sarnbiasi (1582 - 1649) were 
influential in this regard. These early scholars wrote a number of psychology 
books in Chinese on memory skill in learning and the role of the soul, during 
the last years of the Ming Dynasty.  This was the first recorded incursion of 
western psychology into China. The second instance was at the end of the 
Qing dynasty.  A Chinese scholar Yan Yongjing (1838 - 1898) studied 
psychology in USA in 1854, and in the course of his work translated a 
psychology book titled Mental Philosophy: Including The Intellect, Sensibilities 
and Will (Haven, 1816 - 1874).  This was the first philosophical psychology 
book to appear in Chinese. In 1907, the famous Chinese scholar Wang Guo-
wei (1877 - 1927)  translated Outline of Psychology on the Basis of Experience 
(Hoffding, 1843 - 1931) and was first to maintain that psychology should be an 
independent scientific subject in China. Since then western style psychology 
has been recognised as an independent subject in China and has continued to 
develop.  
 
As the influence of the former USSR increased in China, modern Chinese 
psychology was imported from the Soviet Union during the period from 1920s 
to1970s. After this time, with the policy of Reform and the opening of Chinese 
thought to other influences, China started to bring new psychological theories 
from USA, Germany, Switzerland, Japan and France. All these new western 
psychological theories are now contributing components to contemporary 
Chinese western psychology.  
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Up until the current time, the development of Chinese western psychology has 
focused on the different types of psychological schools and their theories in a 
western society context. However, there has not been a concentration on the 
possible application of this type of psychological thought in a Chinese context. 
As a result, the adopted psychological theories, such as suggestology, have 
not made a significant impact in the educational area. Consequently, in the 
following work that looks at definitional issues, there is little contribution from 
the Chinese literature on adopted psychology, and is restricted to the historical 
Chinese resources which mainly involve the psychological and educational 
thought of Confucianism, Daoism and Buddhism. 
 
Definitions of Suggestion 
 
Because of the inherent complexity of concept of suggestion, especially in the 
different cultural and educational environments that will be involved in this 
study, a review of the uses of the term will be presented. The review will also 
attempt to cover the different contexts in which suggestion takes place, using 
literature from both Chinese and Australian sources.  
 
Another reason for this concern with the concept of suggestion is because 
suggestion, as a psychological phenomenon, has been often confounded with 
hypnosis. This misunderstanding of the concept of suggestion is particularly 
noted in China.  For example, a well-known Chinese Psychology dictionary 
defines suggestion as “a therapy for hypnosis” (Che, 1991), which illustrates 
the need for clarity in this area. 
 
In an attempt to clarify the meaning of the term “suggestion”, this section on 
definition is divided into three parts. The first section looks at dictionary 
definitions both in Australia and China and attempts to demonstrate how they 
do not meet the requirements of this study. The second section looks at 
synonyms both in Australia and China for suggestion and again, 
demonstrates how such synonyms do not satisfy the requirements of this 
study and, further, show how they are different in meaning to the dictionary 
definition for suggestion. The third section looks at how researchers have 
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defined suggestion in teaching and learning, demonstrating the complexity of 
the use of the term. In this final section, the operational definition as used in 
this research is outlined.  
 
Dictionary definitions 
 
Some definitions on suggestion in the western and Chinese dictionaries were 
expatiated and compared in this section. It aimed to find out the similarities 
and differences of definitions of suggestive as a concept.  
 
Western Dictionary Definitions 
 
According to the etymology of the word, “suggestion” was derived from the 
Latin verb “suggestio”, from “suggestus”, past participle of “suggerere”,  which  
means “to suggest”. Thus in this sense, suggestion is “something that is put 
forward for consideration: proposal; proposition or submission” (Roget, 1995). 
 
The World Book Dictionary (Barnhart & Barnhart,1978) defines suggestion as:   
the insinuation of an idea, belief, or impulse into the mind, especially a 
hypnotized person’s mind, with avoidance of normal critical thought or 
contrary ideas. (p.554)  
 
The Macquarie Dictionary (1995) gives several meanings for suggestion: 
1. the act of suggesting. 2.  the state of being suggested. 3. something      
suggested, as a proposal, plan, etc. 4. a slight trace: he speaks English 
with just a suggestion of foreign accent. 5. the calling up in the mind of 
one idea by another by virtue of some association or of some natural 
connection between the ideas. 6. the idea thus called up. 7.  
psychology. A. The process of accepting a proposition for belief or 
action in the absence of the intervening and critical thought that would 
normally occur. B. a proposition for belief or action accepted in this 
way. C. the offering of a stimulus in such a way as to produce an 
uncritical response (ME, from L suggestio).  (p.1748 ) 
 
The definition of suggestion given by Webster’s Dictionary (1980) is: 
in psychology, (a) the including of an idea, decision, etc., by means of 
a verbal or other stimulus, in another individual, who accepts it 
uncritically, as in hypnosis; (b) an idea so induced, or the stimulus by 
which such uncritical acceptance is effected. (p. 879) 
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Of these definitions, the most useful definition for our purposes is that of the 
World Book Dictionary because it is a comprehensive statement that includes 
additional elements that suggested intent and mutual affective meaning. 
According to this definition, suggestion is used to intentionally or 
unintentionally introduce a stimulus-acceptation process through a physical or 
spiritual medium. 
 
However, the above definitions of suggestion taken from western dictionaries 
do not provide this study with a clear conceptual formulation of suggestion in 
teaching and learning, nor on its application in education. 
 
Chinese Dictionary Definitions 
 
Suggestion appears in the Chinese as “An Shi” ( “暗示”). An Shi appeared 
early in Chinese history as a social phenomena (Tang, 1982) and was mainly 
used as a communication method in daily social life. Suggestion in China is 
applied through the use of metaphor in individual self-improvement, ritual 
control (the education of Confucian’s “Li” in morality), literature description 
(Chinese poetry), religious cultivation (Buddhism, Taoism and Cenzong), 
political rebuttal (Military strategist, Chinese Political School), communicative 
method for ancient mafia or knight culture (Maoism), and as an expressive 
path of painting art (Mou, 1998).  It has also been used for the asking for a 
marriage in Chinese folk culture (Qu, 1997). In these applications of 
suggestion, there is embodied a variability of model: it can be a verbal 
suggestion; used as a body or behaviour suggestion; a media suggestion (in 
that it can transfer a message through certain physical and spiritual media); a 
self-suggestion used by Taoist, Buddhist and Confucian practitioners; or 
finally as a metaphor used by artists and novelists. 
 
“An Shi” (“暗示”, suggestion) refers to an overtone in Chinese culture.  Its 
use also reveals a sapience, philosophy, art or spirit.  Up to now no records of 
a psychological definition of suggestion have been found in Chinese historic 
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heritage records. The contemporary psychological meaning of suggestion was 
imported from the west as an exotic concept to China in the early 1920s. At 
this time the eminent Chinese pedagogical scholar Zhang translated the 
psychological works of Sigmund Freud into Chinese, and introduced the 
psychological concept of suggestion to Chinese academic circles (Gao & 
Shen, 2000). Even though the psychological use of suggestion is not applied 
widely in China even now, Chinese people still use it in their traditional ways, 
because there is a very highly developed application of psychology in practice 
rather than in articulated principle. Thus, for this study it was important that 
the concept of suggestion from a Chinese perspective was considered from 
both a practice and principle standpoint. 
 
According to the Contemporary Chinese Dictionary (Contemporary Chinese 
writing group (1996), the definition of suggestion has two meanings in 
general: 
1. The meaning is expressed in unclear or indirect way through the 
usage of overtone words to let people understand. 2.  A psychological 
influence through the using of language, gesture, expression, etc., let 
one accept an idea, opinion, or do something without consideration, 
such as hypnosis. (p. 276) (translated by the researcher) 
 
This definition indicated that suggestion was used in social communication 
(social psychology) and psychological areas in China, but has not been used 
to any extent in educational practice. 
 
The Chinese Encyclopaedia – Psychology Dictionary (Chinese Encyclopaedia 
- psychology group, 1991) in its main article defines suggestion as: 
A person sends a message indirectly to another by verbal, postural, 
facial expression or behaviours in order to achieve a purposeful goal 
and to let the receiver to accept the sender’s ideas and opinions. It is 
one of the social communicative forms.  In general, the suggesting 
person is active and the receiver is usually passive. (p. 649) 
 
In the Chinese Encyclopaedia - Psychology Dictionary there is a definition that 
mentions four types of suggestion which are used frequently in China: 
“A.  Suggestion directly. B. Suggestion indirectly, C. Self-suggestion. D. 
Counter-suggestion (or irony-suggestion)” (p. 651).  This dictionary also 
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discusses a range of applications for the notion of suggestion, and notes that 
suggestion has not only been used in psychology, sociology, arts, daily life 
communication and business promotion, but has also been used recently in 
education. Thus, even though this did not provide this study with a clear 
theoretical concept on the use of suggestion, it certainly hints at the 
application of suggestion in the educational area.   
 
The Chinese Psychological Dictionary (Ren & Song,1984) defines the concept 
of suggestion as “a process of psychological influence on people in an indirect 
way ”(p. 537).  What is being indicated here is that suggestion can arise from 
a mental state or from an actual situation.  Suggestion can be expressed by 
language, by facial expression, by gesture and other symbols. Suggestion 
includes both direct and indirect communication, and can involve self-
suggestion and anti-suggestion. What is understood here is that an effective 
suggestion will produce an expected result without any anti-suggestion. Many 
human psychological abilities, such as imaging, feeling, will, memory, sensing 
and perception, ability, feeling, will, remember, sensitive ability perceptual 
ability, can include a component of suggestion. This perspective presents a 
significant description of suggestion from a Chinese point of view, and as 
such provided this study with a number of useful standards to observe 
different types and manifestations of suggestion.  
 
A recent Chinese Psychology Dictionary (Che, 1989) defined suggestion as: 
Suggestion affects a person’s mental and behavioural state indirectly 
by sending a mental message.  It makes others accept an idea or 
belief.  According to different criteria, suggestion can be divided into 
natural suggestion and purposeful suggestion, or positive suggestion 
and negative suggestion. (p. 438)  
 
This definition also introduces the notion of types of suggestion, and 
specifically mentions the possibility of negative (or anti) suggestion used in 
China. 
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A Chinese Psychologist’s Definition 
 
Cheng Zhong-geng (1989), an eminent psychologist from Beijing University, 
defined suggestion in his work Abnormal Psychology.  In this definition, he 
indicates that suggestion is a way to influence individuals or groups, the 
influence arising from whatever source being accepted unconsciously (pp. 30, 
194 & 319). As a clinical psychologist, his definition was related to his field, 
and therefore did not mention the role of suggestion in other areas such as 
educative psychotherapy.  
 
 
A Cross-cultura Interpretation  
 
It is instructive here to note how some dual language dictionaries define 
suggestion across the two languages, since such definitions could be 
regarded as an attempt at a cross-cultural interpretation.  A Chinese-English 
Dictionary (1985) translates the two Chinese characters “an shi” as two 
meanings 1. drop a hint, hint; suggest, 2. (psychological ) suggestion. This 
definition indicates that “An shi” can either be a hint that is given to someone 
in a social or a psychological communication.  
 
The Far East English-Chinese Dictionary (Liang, 1977) translated suggestion 
into Chinese as “1. proposal, 2. a building calling up suggestions of the past. 
3. blue with a suggestion of green. 4. suggestive medicine (related to 
hypnosis)”. (p. 264) 
 
These two entries indicate how fraught the area of cross-cultural interpretation 
can be, and underscores the difficulty of trying to communicate an abstract 
concept across cultures. Neither of the above definitions is useful in the 
context of the present study, because they do not provide any information 
about the application of suggestion to teaching and learning.   
 
 
 38 
Synonyms for Suggestion 
 
In an attempt to codify our understandings of this abstract notion of 
suggestion, a survey of similar concepts has been carried out. Suggestion, as 
used in teaching, has a number of synonyms that are examined here in an 
effort to deepen the cross-cultural appreciation of this concept. It is important 
to state here that although a synonym may be found, when attempting to 
construct a measuring instrument for suggestion, the definition of the 
synonym must be used in an appropriate manner. The western synonyms 
examined here are metaphor, hint, allusion, implication and insinuation, and 
each will be briefly discussed in terms of their reference to suggestion in 
teaching.  
 
Western Synonyms  
 
The Webster dictionary (1957) defined metaphor as: 
 
Metaphor. n. A figure or speech in which one thing is linked to another, 
different thing by being taken spoken of as if it were that other; implied 
comparison, in which a word or phrase ordinarily and primarily used of 
one thing is applied to another. (p. 391) 
 
Although there is a clear relationship here between metaphor and suggestion, 
the definition does not offer any direct contribution to the use of suggestion in 
teaching.    
 
The Macquarie Dictionary (1982) gives three definitions of hint: 
Hint. n. 1. an indirect or covert suggestion or implication; an intimation. 
2. a brief, helpful suggestion; a piece of advice. 3. a very small or 
barely perceptible amount. (p. 840) 
Here, a hint is defined as a kind of indirect suggestion, which for the purposes 
of this study, does not add any further depth of understanding to the use of 
suggestion in the teaching and learning context.  
 
Two definitions are given by the Macquarie Dictionary (1982) for allusion: 
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Allusion. n. 1. a passing or casual reference; an incidental mention of 
something, either directly or by implication; a class illusion. 2. Obs, a 
metaphor. (p. 91) 
 
Again, the link between allusion, metaphor and suggestion is clear, but no 
additional contribution can be extracted for the purposes of this study. 
 
The more complex notion, implication, is given eight separate definitions by 
the Macquarie Dictionary (1982) 
Implication. n. 1. the act of implying. 2. the state of being implied. 3. 
something implied or suggested as naturally to be inferred without 
being expressly stated. 4. Logic. The relation which holds between two 
proposition (or classes of propositions) in virtue of which one is 
logically deducible from the other. 5. the act of involving. 6. the state of 
being involved in some matter. 7. the act of intertwining or entangling. 
8. the resulting condition. (p. 889) 
 
Finally, another complex concept, insinuation, is given seven definitions by 
the Macquarie Dictionary (1982) 
 
Insinuation. n. 1. covert or artful suggestion or hinting, as of something 
not plainly stated. 2. a suggestion or hint of this kind. 3. subtle or artful 
instilment into the mind. 4. the act of insinuating. 5. ingratiation. 6. the 
art or power of stealing into the affections and pleasing. 7. an 
ingratiating act or speech. (p. 917) 
 
Although these definitions for synonyms of suggestion do not directly address 
the concept of teaching and learning, there are useful conceits contained 
within them. For example, the ‘subtle or artful instilment into the mind’ comes 
close to the overall aim of suggestology.   
 
 
Chinese Synonyms    
 
In the Chinese language, there are a number of synonyms for “An Shi”, or 
suggestion, which are given here to demonstrate the range and depth of 
meaning in this cultural context. In spoken language, the term “Jian Jie Di 
Shuo”, to speak indirectly, can be used as a synonym.  However, this notion 
implies only one type of suggestion, that of spoken suggestion (Lozanov, 
1978). The richness of the educative meaning of suggestion is lost here, since 
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suggestion in teaching and learning includes a large component of non-verbal 
suggestion (Schuster, 1980).  
 
It is, however, important to note that there are synonyms for suggestion that 
are used in teaching and learning situations. Most commonly used is “Bi Yu”, 
or metaphor, which is a method which is widely used in literature and social 
communication. Metaphor is a form of suggestion which relies on analogies, 
although analogy is not required for all other forms of suggestion. 
 
Researchers’ and Practitioners’ Definitions 
 
Having now looked at the more formal definitions associated with suggestion, 
the study now surveys definitions that have arisen from the work of 
researchers and commentators in the area. These are more fluid and 
malleable definitions, but are included to give a more developmental view of 
the concept of suggestion. 
 
Western Researchers  
 
Lozanov (1978) defined the concept of suggestion as a constant 
communication factor which, acting chiefly through paraconscious mental 
activity, can create conditions for tapping the functional reserve capacities of 
personality. He conceives suggestion as a simple stimulus-response 
mechanism that is direct, automatic, precise, fast and economical in its use of 
energy. In suggestion, the flow of information goes straight into the areas of 
unconscious mental activity. He uses the adjective “constant” here to mean 
that it cannot be turned on or off, but is present at all times between teacher 
and students. He uses the term “functional reserve capacities” to mean that 
there are many talents that we have not developed nor do we use normally, 
but they can be tapped, developed, and used in the classroom. In his work, 
Lozanov mentions three type of suggestion that can be utilised in teaching 
and learning: visual suggestion; purposeful suggestion; and unconscious 
suggestion. Further, he also proposed that there are a number of important 
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characteristic features of suggestion which are: directness, automation, 
speed, plasticity, precision and economy (p. 73). 
 
Schuster and Gritton (1986) noted that the term “suggestion” ordinarily has 
two meanings, but in this context he focussed upon the notion of hypnotic 
communication. This is a technical definition which refers to the transmission 
or influence of ideas, and their uncritical acceptance by the recipient. Since 
this could be compared to moulding plastic in a machine it may be called the 
mechanistic meaning of suggestion because it implies a passive recipient, a 
suspension of reason and the implantation of an idea in the recipient’s mind.  
 
Prichard and Taylor (1980) indicated that, following from the theoretical 
constructs due to Lozanov, suggestive accelerated learning is a movement 
from desuggestion to suggestion as there are some anti-suggestive barriers to 
be surmounted. In their work, they recommended that some tools are 
available to help teachers to overcome barriers to suggestion: authority of the 
teacher, infantilization, double planeness, intonation, rhythm, and concert 
pseudo-passiveness.  
 
Erickson, Rossi and Rossi (1976) defined suggestion as “the art of giving 
careful, casual direction while allowing the illusion of freedom within a created 
framework” (p. 452).  Such a definition emphasizes the subtleties involved in 
the use of suggestion as a pedagogical tool, and gives a good indication of 
how suggestion can be used in teaching and learning. 
The proper creation of suggestion is well outlined in the literature of SALT 
(Schuster & Gritton, 1986), in the NLP works of Bandler and Grinder (1975), 
Bandler and MacDonald (1988) and in the hypnosis literature on Dr. Milton 
Erickson (Haley, 1967). Among the considerations used in the development of 
paraliminal CD scripts for behaviour change, one of the most significant was 
to distinguish between direct and indirect verbal suggestion. In most cases, 
indirect suggestion is used. 
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Chinese Researchers’ and Practitioners’ Perspectives 
 
In ancient China, records show that there was a work on Arts psychology 
called Wen Xin diao long (Mao, 1999) in the Liang Dynasty.  This text stands 
out as a famous example of literature and as a critical book in Chinese 
cultural history. Of interest to this study is that it Wen Xin Diao Long mentions 
many writing techniques using metaphor and other forms of indirect 
suggestion. The types of suggestion favoured by Chinese authors are mainly 
metaphor, indirect suggestion and self-suggestion. For example, Lao Zi and 
Kong Zi (Giles, 1910) both used self-suggestion in teaching and individual 
improvement.  
 
These ancient Chinese sages also emphasised the use of negative 
suggestion in education. Because of the several thousand years history and 
culture in China, traditional heritage and the basic principles of ancient 
philosophy still dominate all aspects of contemporary Chinese society. 
Currently, Chinese educators still use traditional methods of pedagogy that 
were created by Confucian, Taoist and Buddhist scholars.  These three 
cultural traditions have come to a common method self-cultivation referred to 
as “Wu” (which is Chinese for intuitive -introspection). It is recognised in China 
that the method of “Wu” is one of the best ways for self-improvement or self-
education. Of relevance here is that a key procedure and a vital part of the 
Wu method is self-suggestion. Indeed, without self-suggestion there is no 
“Wu”. Therefore, it would appear that the modern day western practice of 
reflective evaluation has its counterpart in the traditional methods of self-
cultivation, which gives impetus to this project to look for other resonances 
between contemporary western education and traditional eastern education.  
 
Chinese culture and philosophy have never traditionally had a word equivalent 
to the western notion of suggestion as a psychological concept. As indicated 
earlier, the concept of suggestion was imported into China in the nineteenth 
century, and has been used in a number of developments over time. 
Nevertheless, the meaning of suggestion has not survived the translation 
process in a direct form. When Chinese scholars refer to suggestion, there 
are two basic forms which have emerged. The first, which was discussed 
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earlier, is “An Shi” (  暗示 ), which has overtones of secrecy (“An” = secret or 
indirect, “Shi” = expression or show). Hence the literal translation of An Shi is 
“making an expression in a secret or indirect way”, but in more demotic 
language it means “making an expression or transferring a message to 
another in an unconscious way”.  
 
The second way in which suggestion is expressed is “Jian Jie di Shuo” (  间接
地说  ). This consists of two words: “Jian Jie”,  which means indirect, and 
“Shuo” which means saying or expression. (Di is an adjective word and 
indicates a relationship between the other two words.) Hence the compound 
phrase comes to mean an ‘indirect saying’ or “indirect expression”. Its function 
in Chinese communication is to indicate an “indirect verbal expression”, and is 
widely used in Chinese education and literature. 
 
 
Comparison with Similar Practices 
 
Many scholars ( Lozanov, 1978; Prichard & Taylor, 1980; Schuster & Gritton; 
1986; Rose, 1985; Neville, 1989, 2005) have studied the difference between 
suggestion and hypnosis. Their studies indicate that this issue is an 
unavoidable theoretical problem when suggestion is applied in pedagogy. 
When suggestion in teaching and learning is mentioned, it is commonly 
thought that it refers to teaching or learning in a hypnotic state.  Hence, 
suggestion is equated to hypnotism, particularly amongst Chinese educators. 
This may arise from the fact that both suggestion and hypnosis came from a 
western medical background that had no real analogues in traditional 
education. It is necessary therefore to make a clear theoretical division 
between suggestion and hypnosis for this study. 
 
At the superficial level, suggestion and hypnosis are similar because both 
work well at a subconscious level and involve rejection of elements of the 
conscious mind. However, Rose (1985) has studied the difference of 
suggestion and hypnotism and notes that: 
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the key difference between suggestion and hypnotism is that 
suggestion, can and does, bring the power of the subconscious to 
bear, but without relinquishing the censor role of the conscious mind. 
Under hypnotism you are partially relinquishing control of both your 
conscious and unconscious mind to someone else. Moreover, 
suggestion can bring about permanent changes in ability and 
behaviour, whereas, hypnotism is normally intended to focus on a 
temporary state – though it can, of course, have excellent long term 
therapeutic results. (pp. 83-84) 
 
This indicates that whilst suggestion can have very positive and measurable 
results, a person can only be affected by suggestion at a peripheral level 
compared to hypnosis that affects someone in deep way. 
 
It is important to note here that suggestion can be used in teaching and 
learning situations, whereas hypnosis cannot be used in teaching (Schuster & 
Gritton, 1986). Clearly, there are many similarities in form, power and state 
between suggestion and hypnosis, but they have a number of basic 
differences.  First, when hypnosis has been applied to teaching, it has been 
found that it generally does not work, whereas suggestion in teaching has 
been shown in many studies to lead to significant learning. Second, 
suggestion lacks the formal trance induction and the reported unusual 
subjective experiences of hypnotic subjects, such as being unable to take 
their clasped hands apart. Even though hypnosis uses suggestion to produce 
its effects, there is a qualitative difference. Hypnosis may attempt to use 
suggestion to compel a subject to do something that they ordinarily could not 
do, but with suggestion in teaching, the aim is to influence a person to do 
something that they may naturally do. There is a great difference here in an 
ethical sense. 
 
At a theoretical level, hypnosis is conditioned whilst suggestion in teaching 
and learning is unconditioned, and can happen at any time. Hypnosis is based 
on the Pavlovian science of reflex therapy and is a naturalistic scientific 
method. All hypnotic phenomena are traceable to natural causes, and 
whereas Pavlov's fundamental experiments with dogs are well established, 
what is perhaps less well known is that the same principles of conditioning are 
equally applicable to human beings. It has been demonstrated that words can 
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become the "bells" that trigger conditioned reflexes. Within this conditioned 
reflex lies the essence of hypnosis. Pavlov noted this when he wrote: 
 
Speech, on account of the whole preceding life of the adult, is 
connected up with all the internal and external stimuli which can reach 
the cortex, signalling all of those reactions of the organism which are 
normally determined by the actual stimuli themselves. (p. 407)  
 
It is proposed, therefore, that we can regard suggestion as the most simple 
form of a typical human conditioned reflex. It has been said (Pavlov, 1927) 
that: 
There is never anything wrong with an individual’s  "should" 
department. Everyone knows what he should do. The problem is in the 
"able to" department. This is because we do not control ourselves. We 
are constantly controlled by our conditioned habit patterns. Our habits 
control our thoughts. Our emotional training determines our thinking. 
We only have the volition our habits allow us to have. If we have been 
conditioned to respond in a certain way, there is no free will. If an 
individual's learned reflexes are inadequate, he will bemoan his lack of 
"guts," and criticize himself, though he is not at all to blame. As 
intelligent as a human being may be, he can no more think his way out 
of an emotional problem than a jackass. He can only be trained out of 
it. We do not act because of intelligent reasons. Our reasons for acting 
are born in our emotional habits. It is important to realize that 
conditioning is not an intellectual process. Like it or not, the brain has 
been permeated by the viscera. The vast majority of what we do is 
done without thinking. This is also to our benefit, life would be 
impossible if we had to think to breathe, digest, feel, blink, maintain our 
balance, and keep our hearts beating. Using self-hypnosis and auto-
suggestion you can replace undesirable conditioned reflexes with 
desirable ones. Start by changing some minor problem that is not to 
difficult to change. Once you succeed, this will give you more 
confidence in yourself to try to replace a more difficult response with a 
desirable one. (p. 407)  
  
Thus, the implication here is that, currently, in teaching and learning context, 
suggestion has nothing to do with hypnosis. Although there may be some 
ongoing studies in teaching and learning using the method of hypnosis, the 
current study focuses only upon the techniques of suggestion, and focuses on 
those outcomes desired by the learner. 
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Components of Suggestion in Western Teaching and Learning Approaches 
 
As indicated in the previous sections, formal definitions of suggestion do not 
provide enough information upon which to base a meaningful measurement 
instrument. What is needed is a more detailed description of the components 
that make up the educational practice of suggestion. 
  
Suggestion in Western Teaching and Learning Approaches 
 
A survey of the literature has indicated that detailed studies of suggestion are 
rare, which is somewhat surprising given Lozanov’s (1978) emphasis upon 
this technique. There are, however, three studies that are available in which 
suggestion is used as an independent variable (Neville, 1989; Schuster & 
Martin, 1980; Schuster & Mouzon, 1982), and these will be briefly commented 
upon here. 
Whereas Schuster and Miller (1979) noted that they had not utilised 
suggestion because it takes time to produce change in belief systems and 
attitudes, Schuster and Mouzon (1982) introduced suggestion in the form of a 
two-sentence paragraph. Their data showed that participants performed better 
when given the suggestion that the material was hard to learn, than when told 
it was easy to learn. This is the opposite effect to that which Schuster and 
Mouzon's, and Lozanov's (1978) position had predicted. It may be that 
subjects, given the suggestion the material would be easy to learn but who 
find in reality it is difficult may feel frustrated or inadequate in their 
performance of the task. In contrast, subjects who are told the material is hard 
to learn have less fear of failure (because failure would be attributable to the 
task not the subject). This may improve their performance. If this is an 
appropriate interpretation it would seem to be an inevitable risk in Lozanov's 
view that we should suggest to learners that the task is easy.  
In the Schuster and Martin (1980) experiment, a more sophisticated form of 
suggestion was used, called “early pleasant learning restimulation" (EPLR). 
This is a Gestalt reintegrative technique that focuses on the bodily feelings, 
sensations, emotions and thoughts associated with an early pleasant 
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experience. Subjects who were given no suggestion performed better on a 
difficult task than the group who were given EPLR and a similar difficult task. 
With no suggestion and an easy task, the difference between the two groups 
was insignificant. Thus, again the results do not support Lozanov's (1978) 
position (Diparno & Job, 1991).  
 
An Australian scholar, Neville (1989) reported a specific study on suggestion 
in his text Educating Psyche. He has explored the applied history of 
suggestion in education and other fields against a western cultural 
background, and revealed the power of suggestion in western psychological 
history. This specific study is a systematic research program on suggestion 
and the application of suggestion, and it provides this study with a basic 
understanding of the elements of suggestion, the typology of suggestion and 
the application and power of suggestion in a broad field. However, since much 
of his work was based upon that of Lozanov (1978), it is felt that a close 
examination of this early work would be valuable at this point. 
 
Lozanov’s “Suggestopedia” is an application of suggestion in learning and 
teaching. The components of Suggestopedia (1978) include many factors 
such as suggestion, authority (prestige), communication (verbal and non-
verbal) and intonation. In addition, there are techniques such as rhythm of 
presentation, breathing synchronised with presentation, relaxation, ‘mind 
calming’, mental imagery, subliminal stimuli and active role-playing (Racle, 
1976; Schuster & Gritton, 1986). This method, partly based on suggestion, 
emphasised also the importance of the physical environment and the possible 
influence of subliminal messages which exist in every setting (Scovel, 1979). 
Non-verbal suggestion, such as body language, expressiveness, eye contact 
and facial expressions, are key elements in interactions between people. The 
ability to effectively utilise these cues is known to influence the level of 
communication (Baron & Byrne, 1984).   
 
Lozanov (1978) claimed that suggestion is the key to unlock the reserves of 
the mind, and make accelerated learning possible. In suggestopaedia, the 
teacher’s opening procedures become a ‘suggestive ritual’ that helps the 
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students to become set up for efficient learning. Lozanov also mentioned the 
importance of ‘peripheral learning’, and in his work the words peripheral, 
subconscious and paraconscious are often used interchangeably. Peripheral 
influences contribute strongly to what is remembered, learned, and believed. 
Peripheral influence and intuitive insight are the main means through which 
children learn because their conscious / rational /logical abilities are not yet 
developed.  
 
There have been studies that indicate that suggestion in teaching and 
learning (Pritchard & Taylor, 1980) include two types of components: the first 
is to do with outside factors such as music, relaxation and mental imagery 
which are relatively easily understood and implemented; the second are 
aspects of suggestion, subliminal stimuli and non-verbal suggestion that are 
more difficult to introduce, and are consequently often neglected. Pritchard 
and Taylor concluded from their research that elements of suggestion “should 
include relaxation, visualisation, special use of music, and presentation of 
lesson materials in a particular tone of voice” (p. 2). 
 
Suggestion in Chinese Teaching and Learning Approaches 
 
As discussed previously, with regard to teaching and learning, suggestion can 
be treated as a process that includes both subjective and objective 
components. However, in addition to these there is a third component, which 
might be called the ‘condition’, that significantly influences the effectiveness of 
learning. These three components have been mentioned in the Chinese 
context of teaching and learning. For example, the Chinese Encyclopaedia 
Dictionary (1991) defines these three components of suggestion as follows: 
1. Factors of the subjective (features of a suggestive person). This 
includes factors such as gender, age, knowledge, social position, 
power, reputation and confidence of the suggestive person, and implies 
that these aspects affect the attitude and activities of suggestion from 
the view of the subjective. For instance, the higher the reputation of the 
suggestive person, the more effective is the suggestion for the receiver. 
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If the suggestion is from a group, the nature and size of this group will 
affect the effectiveness of the suggestion to the receivers. 
2. Factors of the objective (features of suggestive receiver).  The personal 
characteristics of the receiver have something to do with the 
effectiveness of the suggestion. People who have had a rich life 
experience or are knowledgeable are not easy to affect by suggestion, 
especially when suggestion involves some criteria of morality. For such 
receivers, suggestion is accepted or affected in a conditioned way, even 
under hypnotic circumstances. People who are less experienced are 
more likely to be affected by suggestion. Because of their age, children 
and teenagers are most likely to accept suggestion. 
3.  Factors of condition. It has been fund that if receivers are in a disturbed 
or frustrated situation, suggestion affects them easily.  Also, receivers 
who are in a situation where they do not completely understand 
something are quite open to suggestion. 
 
An Emerging Definition of Suggestion for this Study 
 
In the light of the foregoing discussion, and taking into account studies which 
have matched teaching style with learning style (Doyle & Rutherford, 1984), 
the following definition of suggestion has been developed. This definition has 
attempted to encapsulate the various considerations mentioned earlier. The 
definition is: 
Suggestion in teaching and learning is a positive communication activity 
which, through paraconscious and conscious mental activity, creates 
conditions for tapping the functional reserve capacities of the personality 
of the subjective suggester and the objective receiver to positively affect 
the outcome of teaching and learning in multiple ways. (p. 2) 
 
Because there is currently little definite information regarding suggestion in 
teaching and learning in a Chinese context, the definition above has a 
strongly western influence, but nevertheless will be used in this study. 
Furthermore, as there has been little research on suggestion itself and 
suggestion in teaching and learning in particular, the measured variable for 
this study will focus on their relationship with the application of different types 
of suggestion in classroom teaching in both countries. In consequence, the 
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next step in this study is to examine the literature on previous applications of 
suggestion in teaching and learning situations. 
 
Reported Applications of Suggestion in Teaching and Learning  
 
Western contributions 
 
Suggestion and its effectiveness in various fields have been demonstrated 
many times over a considerable period of time in western literature 
(Bernheim, 1888; Erikson, 1980; Freud, 1938; Lozanov, 1978; Rosenthal & 
Jacobson, 1968). However, since Lozanov applied suggestion to teaching in 
1964, the theory has rapidly spread through classrooms in the western world. 
The following work gives a brief survey of these approaches. 
 
Suggestopedia 
 
Lozanov’s “Suggestopedia”, developed initially in Bulgaria, employs an 
unusually effective instructional method based on applying elements of 
suggestion theory to classroom education and learning in foreign language 
instruction, and is essentially a system of suggestive-accelerative learning. 
Since its inception, elements of Suggestopedia have been adopted for 
accelerated learning of a wide variety of subject material, and its North 
American adaptation called the "System of Accelerative Learning and 
Teaching" (SALT), is being used in many schools and colleges in Europe and 
North America (Scovel, 1979).  
 
Lozanov (1978) claims that a 1,000% increase in learning is possible with 
Suggestopedia, and is based upon the notion that much of what we learn is 
not by direct verbal instruction but by direct and indirect non-verbal 
suggestion. In this approach, Lozanov emphasises the importance of the 
physical environment and the possible influence of subliminal messages that 
exist in every setting (Scovel, 1979). 
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Suggestive-accelerative Learning and Teaching 
Schuster developed his “Suggestive-Accelerative Learning and Teaching” 
(SALT) in a North American setting. The essence of this set of instructional 
methods uses an unusual combination of physical relaxation exercises, 
mental concentration and suggestive principles. These are intended to 
strengthen a person's ego and expand his or her mental capabilities while 
material to be learned is presented dynamically with relaxing music (Schuster 
& Gritton, 1986).  
The SALT theory emphasizes that suggestion is the key to using our mental 
reserves to accelerate learning. Caskey (1980) had concluded the use of 
SALT techniques permits information to be absorbed more readily by the 
individual by bypassing emotional barriers which accompany most learning 
activities and it results in a larger percentage of learned material being 
retained in the long-term memory area of the brain. 
With SALT techniques the resulting learning has been found to be faster, 
more enjoyable, with high retention rates, while the self-concept of the learner 
is enhanced (Caskey, 1980).  
Superlearning 
 
“Superlearning” is a type of application of suggestopaedia developed by 
Ostrander and Schroeder (1979). Superlearning techniques utilise many of 
the elements described by Lozanov (1978), but some critics (e.g., Schuster & 
Gritton,1986), think that the superlearning is not the same as the 
suggestopaedia, and claim that failures of superlearning should not reflect on 
Lozanov's system. However, there is some difficulty with this argument 
because superlearning is essentially based on Lozanov’s methods, as are the 
suggestive accelerated learning techniques (SALT) methods. Indeed, it is 
claimed that the superlearning format of accelerative learning techniques 
follows Lozanov's system even more closely than many of the SALT 
experiments. Applegate (1983) used superlearning techniques with great 
success, as Schuster and Gritton (1986) were quick to note. If failure of 
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superlearning should not reflect on Suggestopedia, then neither should 
success.  Notwithstanding this debate, SALT is a popular teaching and 
learning method in USA. 
 
There have been three studies that have focused on and examined super-
learning techniques (Wagner and Tilney, 1983; Applegate, 1983; Zeiss, 
1984). Whilst some significant results emerged, fatal methodological flaws 
exist in two of the three studies. The Applegate (1983) study was a two-year 
long project that utilised superlearning techniques to reading, mathematics, 
spelling and writing. Students ranged in ability from learning disabled to gifted 
and talented. The experimental groups achieved a significant increase in 
learning over the control groups, which averaged 13.5% (Schuster and 
Gritton, 1986). Unfortunately methodological problems are apparent even 
from Schuster and Gritton’s review. In the experimental group each teacher 
had an average of 27 students per class while in the control group each 
teacher had an average of 43 students. Clearly, students in the experimental 
group could be given more individual tuition and management and control of 
the smaller classes would have been much easier. In addition, in the study by 
Wagner and Tilney, the authors did not equate the experimental and control 
groups for relaxation time in the experiment. Finally, although Zeiss reported 
results indicative of improved learning under one combination of 
superlearning procedures, the extent of the improvement is uncertain due to a 
"ceiling" effect (that is, a number of subjects reached 100% performance). 
 
Integrative Learning 
 
Dhority (1991) based an approach within teaching on Jung’s depth 
psychology (a humanistic model of psychosynthesis ). In this method, 
suggestion is used to facilitate integrative learning, and the details of the work 
involve a description of the use of suggestion and metaphor in teaching.  
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Superstudy 
In Australia Wade (1992) developed an initiative that he called the 
“Superstudy” workshop. This approach, based on Lozanov’s suggestopedia, 
uses music (auditory modality), cassette and video images (visual modality) 
and some techniques from yoga (kinaesthetic modality) in his English courses 
for immigrants to Australia .  Superstudy challenges students’ imagination and 
allows students’ attention to focus on music and video in order to reinforce 
their memory about previous lessons. This teaching method is significant in 
that it specifically uses three modalities (visual ability, audio ability and 
activity-kinesiology) for suggestion, and enhances the effect of suggestion 
with repetition.  
Other Applications of Suggestion in Teaching 
 
Some other research works mention aspects of suggestion in teaching and 
learning situations. Eggers (1984) described a suggestopedic method applied 
to second language learning, and gave a discussion of stages in a typical 
lesson, listing useful sources of information and suggestopedic music 
selections. Joiner (1984) claimed that Lozanov's suggestopedia is an 
approach that activates the brain's right hemisphere and involves it in the 
language learning process.  
 
Clark (1999) investigated the use of Suggestopedia in teaching French as a 
second language to English-speaking Tamil students born and residing in 
Auroville, an experimental international community located in South India. The 
aim was to determine if suggestopaedia could make a significant difference in 
language learning proficiency. To this end, two groups (one treatment, one 
control) composed of a total of 20 subjects were used. A randomized control-
group post-test only design was selected as the most appropriate 
experimental model, since as neither group knew any French, no pre-test was 
necessary. A videotape of a typical suggestopedia class provided 
observational data of the method as it was being taught, and both groups 
were administered vocabulary tests at the end of the course. A significant 
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difference in second language proficiency between a control group 
traditionally taught and an experimental group exposed to Suggestopedia; 
was shown using the t-test of difference between means based upon the test 
scores. 
 
Further, the students’ perspectives were compared to determine the relative 
effectiveness of each teaching method. A Likert 5-point scale questionnaire 
was given to the experimental group to determine their attitude toward 
suggestopaedia, and their teacher contributed an essay evaluation of the 
course. The experimental group showed a positive attitude toward 
suggestopedia, and indicated that they preferred it to the traditional method. 
The teacher thought Suggestopedia was more effective, especially in the 
areas of listening comprehension and vocabulary acquisition.   
 
Eastern Applications 
 
 ‘Face’ and ‘Suggestion’ in a Chinese context 
 
This discussion explores the consonance between the traditional Chinese 
imperative of ‘saving face’ and the perspective of suggestion as an overtone 
teaching method that can safeguard the moral dignity of the student1. For 
most Chinese students, doing their best academically is very important. 
Students care about their academic progress because they do not want to 
lose face, and consequently their families’ reputation. Understanding the 
meaning of ‘face’ and how socially important this concept is, explains why, in 
China, suggestion is used so widely. Most teachers conduct students’ learning 
in an indirect way, especially those with poor academic record students, in 
order to preserve students’ self-esteem and avoid stress. The methods of 
suggestion and metaphor are ideal for this purpose, because they not only 
protect students’ dignity, but also avoid confrontation with the students. The 
                                                 
1
 As a result of the moral education of Confucius, the concept of ‘Li’ is a central element of 
Chinese society. Li represents such notions as ritual, property, etiquette, order, and law, and 
trampling Li means to break the law, the social order and social respect. Thus, saving face is 
being respectful of etiquette during social communication (Tang, 1990), which in turn 
represents an action consistent with a moral life. The concept of ‘face’ in Chinese culture is 
similar to western ideas of self-esteem, dignity, respect, success and social position.     
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notion of ‘saving face for self and someone else’ is very important in social 
communication (Bond & Yang, 1982) and suggestion is an important way of 
maintaining mutual respect between student and teacher. In essence, this 
observation underscores the importance of the current investigation into the 
application of Western approaches to suggestion in Chinese classrooms.   
 
Comparison of Western and Eastern Types of Suggestion 
 
The concept of suggestion, particularly in this cross-cultural investigation, 
plays a critical part in the understanding of its application in teaching and 
learning situations. In this section, a number of uses of the term are explored, 
from both Western and Eastern perspectives, in order to give breadth and 
depth to the analysis that follows.  
 
In accordance with the theory of suggestology, Lozanov (1978, p. 173) 
included a number of different types of suggestion, each related to the context 
of the exchange. These were: 
(a) According to the aim of the exchange  
       (i) General suggestive background  
       (ii) Purposeful suggestions 
(b) According to the role played by speech  
(i) Chiefly spoken suggestion    
     (ii) Unspoken suggestions 
(c) According to the degree of consciousness  
(i) Suggestions with a conscious element in them  
(ii) Suggestions without a conscious element in them  
 
In addition, Lozanov also mentioned three alternative types of suggestion 
used in a teaching and learning situation: visual suggestion, purposeful 
suggestion and unconscious suggestion. 
 
In their extension of this work, Schuster and Gritton (1986) maintained that 
there were four types of suggestion involved in Suggestive-Accelerative 
Learning and Teaching (SALT). They proposed that suggestion comes in a 
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variety of forms that they termed verbal/non-verbal and direct/indirect. 
According to this scheme, suggestion could be divided into four types. These 
are (i) Direct Verbal Suggestion, (ii) Indirect Verbal Suggestion, which draws 
heavily on the work of Erickson (1980), (iii) Direct Nonverbal Suggestion and 
(iv) Indirect Nonverbal Suggestion 
 
Other Western contributions come from Dhority (1991) who discussed the 
importance of using metaphors which he found to be a powerful tool in 
tapping the suggestive power of language in the teaching and learning context 
(p. 64).   Neville (1989) listed verbal self-suggestion (Coué, 1923) and active 
self-suggestion (Roman, 1981) as being important to teaching and learning.  
 
Erickson, Rossi, E. L. and Rossi, S. I. (1976) had studied indirect suggestion 
especially and divided it into different types of paraliminal learning. The types 
of indirect suggestion used in paraliminal learning sessions include: truisms, 
implied causatives, simple binds, focusing questions, double binds, yes sets, 
compounding suggestions and complex contingent suggestions. The 
importance of employing these techniques of suggestion is that the 
paraconscious mind follows the instruction without arousing resistance from 
the conscious mind. 
 
The Eastern Perspective 
 
From an Eastern perspective, four types of suggestion appear to be 
significant. These are (i) Suggestion directly, (ii) Suggestion indirectly, (iii)  
Self-suggestion and (iv) Counter-suggestion (or irony-suggestion) (Chinese 
Encyclopaedia (Psychology Volume) Dictionary, 1993). More detail of each of 
these types is given here to provide a contrast with Western notions. 
 
Direct Suggestion. The person making the suggestion sends a 
message directly to the receiving person consciously and through narrative, 
and the receiver accepts this message instantly and consciously.  This  is 
illustrated by an example of a teacher telling the class something for the 
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second time. Since this constitutes a direct frontal attack on students’ barriers 
to accelerated learning, Schuster & Gritton (1986) recommend using it 
sparingly and judiciously. They claim that this type of suggestion is most 
effective when given after students have been relaxed physically and 
mentally.    A well-known Chinese traditional oral story, called “Quench thirst 
when seeking sour berries”, exemplifies the use of direct suggestion through 
narrative.   This is the story as told orally to the author: 
During the Three Countries Dynasty (220-280) in China, the prime 
minister of the Wei country led his troops on a long journey to fight 
with an opposing country. All his soldiers felt very thirsty after their 
fast march in the summer heat and started to resist by marching 
more slowly. Concerned about their arrival at the battlefield in time, 
the prime minister who was riding on a horse said to his soldiers 
loudly “there are many trees with sour berries not far away in that 
area, let’s hurry up to get them.” All thoughts of thirst vanished as 
the soldiers thought of the sour berries. 
 
 
Indirect suggestion. This is a popular suggestion method in China. A 
person who wants to make a suggestion sends his message to the receiver in 
an indirect way (verbal or behavioural). The receiver accepts this message 
instantly and unconsciously.  It is a very common suggestion used in Chinese 
people’s daily life. Its effect is much greater than that achieved by direct 
suggestion because it seldom involves anti-suggestion barriers. However, the 
message received by a person may be not understood properly, thus indirect 
suggestion is open to misinterpretation and may not always work as expected. 
 
Self-suggestion. Here, the message for suggestion comes from the 
receiving person himself (or herself). It is a technique of suggestion to oneself, 
and it is practiced to assist in controlling emotions, firming one’s will and 
modifying behaviour.  In Chinese history, there are many stories illustrating 
the power of self-suggestion. 
 
Counter-suggestion. In this instance, the suggestion is in fact counter 
to one’s intention.  It is manifested in two ways. The first is purposeful 
counter-suggestion, where the suggester intends to affect the receiver in the 
opposite way to what the suggestion would imply.  The other manifestation is 
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in un-purposeful counter-suggestion, where the result of a suggestion 
emerges to be opposite to the effect intended.   
 
The encyclopaedia (Chinese Encyclopaedia (Psychology Volume) Dictionary, 
1993) also mentions that suggestion can be divided into positive suggestion 
and negative suggestion according to the outcomes. It can also be classified 
as purposeful or un-purposeful suggestion according to the particular 
situation. Finally, suggestion can be divided into pre-suggestion and post-
hypnotic suggestion, particularly in the field of psychology. 
 
Measurement of Suggestion – Developing an Instrument 
 
Conceptualisation of Suggestion 
 
The preceding discussion has indicated the difficulty in finding a suitable 
definition for suggestion that would be useful in both an eastern and a western 
cultural context as the basis of building a measuring instrument.  What will be 
attempted here is a partial synthesis of ideas in order to provide a test 
instrument that will be appropriate in a wide range of situations. This work 
collects together the following concepts, the details of which are given below. 
 
Self-suggestion (Lozanov, Taoist, Confucian, Buddhist) 
Metaphor (Prichard, Dhority, Confucian, Taoist, Buddhist) 
Indirect non-verbal suggestion (Schuster, Erickson, Rossi, E. L., Rossi, S. I.) 
General spoken suggestion (Lozanov) 
Negative suggestion (Lozanov, Sun Zi) 
Intuitive suggestion (Lozanov, Taoist, Sun Zi, Buddhist) 
Direct verbal suggestion (Schuster) 
Relaxation (Lozanov, Schuster) 
Desuggestion (Lozanov, Schuster)  
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Self-suggestion 
 
Self-suggestion is also called auto-suggestion, and means a suggestion that 
is significant and specific to one person. It can be usefully described as an 
agency of communication between the conscious and the unconscious, and 
can be used to banish various fears and other negative ideas. To be a 
successful teacher or learner, auto-suggestion is an absolutely vital attribute. 
Several recent sources (Bermudez, 2000; Chan, 1999; Ch’en, 1964) note self-
suggestion as an important inclusion in teaching and learning situations in 
both Eastern and Western countries.  It is important therefore, that it be 
included as a subscale in any measuring instrument designed to test 
suggestion in teaching and learning. 
 
Metaphor 
 
Metaphor has been used widely in teaching and learning in both Western and 
Eastern cultures. In Western history, the use of metaphor can be traced back 
to the time of Aristotle, and perhaps even before. In China, it can be located in 
the time of the Confucian school. There is a comparative study on teaching 
method between the Confucian school (BC 469 - 399) and Socrates (BC 551– 
479), where in morality education, both used many metaphors to explain 
moral issues (Yuan, 1999).  There are also numerous studies on metaphors 
used in teaching and learning in a Western context (Kopp, 1971; Gordon, 
2001; Williams, 1983; Bandler & MacDonald,1988; Hall, 2001; O’Connor, 
2001; Owen, 2001). Because of this continued and strong emphasis on 
metaphor in teaching and learning in both Australia and China, it is thought 
that metaphor should be selected as a subscale on any comprehensive test 
for suggestion in education.    
 
Indirect Non-verbal Suggestion 
 
Indirect non-verbal suggestion or non-verbal suggestion.  This is used widely 
in teaching and learning both in Australia and China. Indirect non-verbal 
suggestion was a ‘significant factor’ in education according to Erikson, Rossi 
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and Rossi (1976), and includes some key non-verbal cues such as such as 
body language, expressiveness, eye-contact and facial expressions which are 
all important elements in interactions between people. Chinese teachers refer 
to indirect non-verbal suggestion as ‘teaching without words’ (Hang, 2000) 
and as such, it qualifies for inclusion as a subscale in a measuring instrument. 
 
General Spoken Suggestion  
 
In discussing the bases of primary and secondary suggestibility Lozanov 
(1978) asserts that “the main factor determining the so-called ‘primary 
suggestibility’ is related to direct verbal suggestions for specific muscle 
movements without the volitional participation of the subject (p. 63).” As the 
most powerful and direct of all vehicles for suggestion, Lozanov saw spoken 
(p. 59) suggestion as a major aspect of primary suggestibility and a powerful 
tool for pedagogy.       
 
Negative Suggestion 
 
The Webster’s Dictionary (1980) defines negative suggestion as ‘the phase of 
suggestion which results in inaction or the repression of normal action, as in 
the hypnosis state’.  Lozanov indicated in his suggestology that suggestion 
can include both positive and negative aspects, but only positive suggestion is 
used in his teaching since negative connotations are not useful for advancing 
the personal achievement of students’ learning. In fact, negative education 
methods are generally discouraged in teaching situations in the West, and 
especially so in Australia. The main reason for this is that it is considered that 
this method is not good for the development of student’s self-esteem, and 
consequently will hinder the building of a student’s self-confidence.  
 
In contrast, whilst Chinese educators confirm the role of positive suggestion in 
teaching, they have different opinions and attitudes to the role of negative 
suggestion in teaching.  Negative methods have been used effectively for 
thousands of years in education, since Chinese educators believe that 
students can advantageously foster their personality both in positive and 
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negative educational environment. If someone grows up only in a positive 
educational environment, they will only come to understand positive aspects 
of human life and may therefore feel disappointed when encountering 
negative aspects in later life.  
 
Consequently this represents an important difference in the approach to 
suggestive teaching methods between China and Australia and has significant 
implications for the present study. Therefore, the notion of negative 
suggestion as practiced in China will be elaborated further here.  
 
The philosophy for this educational strategy is based on the ancient Chinese 
educational heritage, in particular the notion of “Yin &Yang” (Lao Zi, 1988). 
This concept provided a fundamental idea of related opposites within Chinese 
philosophy, which also holds that a person cannot choose one and abandon 
the other, either emotionally or in normal life. Hence consideration must be 
given to both the positive and negative aspects of all endeavours, thus in 
education whilst positive methods are used to promote students’ self-
fulfilment, negative methods are also used.   Evidence for this approach can 
be seen in ancient sayings such as “A bludgeon can foster an obedient 
generation”, or “The nice smell of plum blossom comes from the cold 
environment”.  Such an approach implies that to achieve success, a student 
must practice standing up to negative situations. 
  
In the Chinese classroom, negative suggestion has many manifestations, and 
can be verbal or nonverbal. Nonverbal negative suggestion could be the 
teacher’s facial expression, eye contact, intonation, body language or 
unconscious behaviour. According to a report of the Chinese educational 
authority (“Forbidden Teaching Popular,” 2002), there are at least ten kinds of 
negative verbal suggestion popularly used in Chinese classrooms. These are: 
 
(i) Provocative language, for instance, “I don’t believe that I can’t control you!”  
(ii) Ironical (sarcastic) language, for instance, “you don’t have much need to 
learn because your father is a big cheese.” (iii) Complaining language, 
invoking the threat of parents, for example “Well, I can’t teach you, I will ask 
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your father to come here.” (iv) Prophesy language, for instance, “I don’t think 
that you can be a good student in future.” (v) Comparative methods, for 
instance, “you have long way to go compared with ---------- in our class.” (vi) 
Conclusive language, for example, “I have never seen such a terrible student 
as you in over ten years teaching.” (vii) Isolating language, such as “Because 
of his mischief, our time was wasted and I can’t teach any more, so what 
should we do?”.  (viii) Revenge threatening language, for instance, “I don’t 
want to argue with you now, let’s see who will get the last laugh.” (ix) 
Rejecting/ejecting language, for example, “Please get out of here if you are 
not interested in my class.” (x) Dismissive language, for example, “I don’t want 
to teach this class now as someone is hindering my teaching.” 
 
Although these ten kinds of language are forbidden in Chinese teaching  
because they infer that students are hopeless or in a situation of trouble, the 
report shows that in the current situation the role of negative suggestion is still 
used in education in China.  
 
It would appear that this issue is particularly important in the context of this 
present study, and negative suggestion should be a crucial subscale in the 
assessment of teaching in Chinese and Australian classrooms. This will allow 
the extent of negative method of suggestion to be appreciated, and contribute 
to an understanding of the differences and similarities between the two 
situations. 
 
Intuitive Suggestion  
 
Lozanov (1978) was of the opinion that intuition is a barrier to suggestopedic 
teaching. This may mean that when he used suggestion in teaching, students 
may have used their intuitive ability to judge his method, and develop a 
suspicious attitude towards it. However, it would seem that just because a 
student has used intuition, even as a learning barrier, it does not preclude 
them from also learning something in an intuitive way. 
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This does, nevertheless, raise again a significant difference in opinion 
between eastern and western educators.  There is a traditional learning style 
in ancient China is “Zhi Jue Ling Wu” (Zhu, 1948; Zong, 1983; Li 2000; Yang, 
1996) which means ‘awakening intuitively’ or ‘comprehending intuitively’. Such 
learning methods are emphasised in Confucian schools, the Taoist schools, 
Buddhist schools as well as other Chinese cultural heritages (Li, 1995). 
 
Thus for Chinese students, intuitive learning may appear to be a more 
dominant learning method than it would for Western students. If so, this 
indicates that there may be a significant inherent difference in learning style 
between Chinese students and Australian students, and the incorporation of a 
subscale to test similarities and differences between the two groups on a 
measurement instrument is indicated.  
 
Direct Verbal Suggestion  
 
Direct verbal suggestion is illustrated a second time by the teacher telling the 
class something. Since this constitutes a direct frontal attack on students’ 
barriers to accelerated learning, Schuster and Gritton (1986) recommend 
using it sparingly and judiciously. This type of suggestion is most effective 
when given after students have been relaxed physically and mentally. Refer to 
the section on classroom procedures for typical preliminary relaxation 
techniques. 
 
Relaxation  
Many studies in the West (Biggers & Stricherz, 1976; Martin and Schuster, 
1977; Reynolds,1984; Moon, Render & Pendley, 1985; Schuster and 
Gritton,1986, Coates, 1986; Dineen, 1988) have focussed on relaxation in the 
course of using suggestion in teaching and learning.  As Schuster and Gritton 
(1986) pointed out the relaxed states of alertness are critical to the 
suggestive-accelerative learning experience. Evidence of this is found in 
much educational research. Therefore, they concluded, "Students generally 
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learn better when they are relaxed thoroughly and consistently...than when 
they are anxious and nervous." (p. 83)  
An examination of the appropriate literature related to the use of suggestion in 
learning situations revealed that relaxation was a major independent variable 
in the study rather than just one element of suggestion. This emphasis by 
these researchers indicates that relaxation should also form part of the 
measurement instrument developed in this study. In Australia, Dr. Anthony 
Owens (1992) had studied students’ physical stress by using a physical stress 
inventory and emphasis the role of relaxation to reduce students’ stress in the 
course of learning. 
 
Desuggestion  
 
As with all teaching methods, the use of suggestion used in teaching has its 
own limitations and barriers, both in the theoretical and practical areas.  
Lozanov termed these barriers “Desuggestion”, and postulated that 
desuggestion includes three types of learning barrier:  the logical-rational 
barrier, the emotional-intuition barrier, and the moral-ethical barrier. A number 
of researchers including Prichard and Taylor (1980), Schuster and Gritton 
(1986) and Dhority (1991) have recognized these barriers, and have followed 
Lozanov’s ideas in their own studies when using suggestion in teaching and 
learning. 
 
Phases of Barriers to Suggestion 
   
Lozanov noted that there can be barriers to suggestion in learning situations 
immediately the lesson beginning, and he referred to this phenomenon as 
‘barriers in principle’. Other researchers (Prichard and Taylor, 1980; Schuster, 
1985; and Dhority, 1991) described barriers in the second stage of teaching 
and learning courses, which they related to anxiety. In contrast, there do not 
seem to be any reports of barriers to suggestion in the later stages of a 
learning situation. 
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Because of the importance of desuggestion to this study, some elaboration of 
research findings will be given here, as a prelude to including items related to 
barriers in the developed measuring instrument. 
 
As mentioned above, Lozanov (1978) listed three types of communicative 
barriers when teaching with suggestion. The first, which Lozanov termed the 
moral-ethical barrier, appears to arise from ingrained social and cultural 
patterns that make suggestion unacceptable to a group. This barrier acts to 
reject any teaching strategy that does not give the overt impression of a well-
intended logical procedure. The second barrier is termed the rational-logical 
barrier, and occurs when suggestive communication is perceived by the 
listener as being an illogical activity. This barrier acts to reject any procedure 
that fails to create confidence and a feeling of security. Finally, the intuitive-
emotional barrier arises when something occurs in the lesson that is not 
accepted for some personal reason. This barrier acts to reject any suggestion 
that contradicts an individual’s ethical principles.    
 
Although these barriers are mental structures that protect the personality from 
harmful suggestions, they can be a detriment rather than an asset in that in an 
over-developed form they screen out too much information.  A suggestopedic 
teacher is trained in how to harmonize the anti-suggestive barriers in order to 
tap a student’s reserve capacities. Lozanov presented three general 
approaches to avoid these barriers being initiated:  
 
(i) Psychological approach. With appropriate training, the teacher organizes 
the lesson material according to psychotherapeutic principles. In the context 
of this approach, peripheral communication is accepted non-critically by the 
student. 
(ii) Didactic or instructional approach. Here, the teacher presents the material 
in different ways to deliberately and overtly promote learning. 
(iii) Artistic approach. In this strategy, the teacher uses artistic posters around 
the classroom and plays classical music as an aural background to help 
students use all their capabilities and modalities to internalize the lesson. 
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In their data analysis, Prichard and Taylor (1980, p.21) found that when they 
used suggestion in their classes, student responses followed similar barriers 
identified by Lozanov. However, these authors opine that these barriers 
cannot and should not be eliminated. Rather, they are necessary self-defence 
mechanisms for survival, and without them, students would be at the mercy of 
environment.  Their thesis is that the teacher’s goal should not be to destroy 
these student barriers, but rather they should meet the students’ social and 
cultural requirements. Doing so will substitute new positive beliefs for old 
limiting notions concerning learning capabilities which have filtered in through 
the years and become implanted in the pupil’s mind.  
 
In their work, Pritchard and Taylor (1980) saw that these barriers are relative. 
They interpreted them as barriers to teachers in the classroom, but not as 
barriers raised by a student’s personality.  Schuster and Gritton (1986) 
proposed four learning barriers arise to suggestive teaching. These are:  
(i) Actions that contravene social or culturally accepted patterns 
(ii) Miscued body language signals that are cultural or instinctive (for 
example an adult leans forward to be friendly, but a child recoils from 
an ‘aggressive’ posture. 
(iii) Unintended subliminal communications 
(iv) Verbal confusion due to images generated by the recipient when 
interpreting the sounds received. 
 
It is postulated that these barriers mainly arise from the listener’s 
paraconscious mind that filters or modifies the communication. In this study, 
Schuster and Gritton also emphasised the adverse effect of noise as a barrier 
to suggestive teaching and learning. 
 
The preceding comments on barriers to learning were from a western 
perspective. However, there have been some observations pertinent to the 
current study of students in a Chinese classroom, in particular those of 
Australian teachers who were engaged in teaching English to Chinese 
students. They commented that Chinese learners display some learning 
barriers when being taught with a western teaching style.  
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These teachers’ first reactions were that Chinese traditional cultures are a 
barrier for learning English.  Chinese culture emphasizes a harmonious 
relationship between people, and when students ask questions of teachers, it 
could imply that the teacher did not teach very well. The Chinese teacher, in 
earlier times, was regarded as a sage who knew everything, and was always 
right. Therefore, if you asked question of them, you were challenging them, 
and from the perspective of the students, this may cause trouble.  Such a 
cultural perspective makes Chinese students refrain from asking questions 
and from entering into discussions in a classroom.  
 
Considering the above observations, it was decided to include the three 
learning barriers as a subscale in the measuring instrument for cross-cultural 
comparison of suggestion in teaching and learning.  
 
Stress, Anxiety and Relaxation 
 
This section brings the Literature Review to a close. It examines some 
reported contributions to the understanding of the efficacy of learning that 
relate to physiological and psychological variables.    
 
Stress 
 
First, the management and coping with stress in teaching and learning 
situations appears to be an important factor in the classroom generally  
and on the outcomes of suggestion in particular. It has been proposed that 
‘stress is an unpleasant state of arousal in which people perceive the 
demands of an event as taxing or exceeding their ability to satisfy or alter 
those demands’ (Bernstein, Penner, Stewart & Roy, 2001, p.34).  
 
For many high school students, the “event” can be a classroom situation 
where teaching and learning is meant to occur, and the “demands” are related 
to the expectation that the student will succeed in the learning task. Although 
both teachers and students have to grow accustomed to managing and 
coping with stress in the classroom, it is nevertheless an important 
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consideration when trying to understand the factors which affect student 
learning.      
 
A crucial issue in the current study is the way in which stress is manifested in 
a Chinese classroom. According to a recent report (Lan, 2002), China has 
340 million high school aged students, and among these there are estimated 
to be over 30 million (11%) who have some sort of learning, emotional and 
behaviour barrier to schoolwork. More remarkably, about 74 million students 
(21.6%) have experienced psychological problems with schoolwork. Lan 
reported that students claimed that one of main reasons for their problems 
was related to the teaching method used in the classroom. The students said 
they felt stressed, lacked interest in learning and were unmotivated because 
the teaching methods frustrated them. Lan thought that students’ levels of 
stress might also result in levels of clinical depression and promote students’ 
behavioural problems.  In investigating the likely reasons for this, Lan claimed 
that the stressors experienced by a Chinese student consists of: 
 
1. Family expectations.  Because children are traditionally carry the hopes of 
the family in Chinese culture, a child’s success in education assumes 
great significance. Whilst the family looks after its children very well in 
order to provide them with good qualifications for their success, this in turn 
places a heavy responsibility on the child.  
2. Teacher’s expectations. As a result of the competition among teachers, 
students feel responsible to do their best and to achieve the topmost level 
in order to bring honour to their teacher. The teacher therefore puts a high 
expectancy on student’s performance, which in turn causes significant 
added stress to students. 
3. Traditional moral values. In China, the considerable value that is put on 
high achievement in education brings with it an element of shame for 
those who do not succeed. 
4. Competition among student peers. In the education system in China 30% 
of high school students will apply to enter university, but many of them will 
fail to gain a place. Because of the prevailing opinion that those who enter 
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university are especially able, individuals are looked down upon in the 
workplace if they have failed to matriculate (become a university student). 
5. Self-psychological stress. This is a socially learned pressure where 
students bring expectations upon themselves to succeed.  
 
In this regard, it is important to note that there is a time for stress, where 
students can see this stress as a challenge, and as a result their thinking 
becomes more flexible and innovative, encouraging greater learning.  
 
Stress and Relaxation 
 
Three studies have focused on the effects and correlations of anxiety on 
performance in relation to suggestion used in teaching (Martin & Schuster, 
1977; Schuster & Martin, 1980; Schuster, 1986). Schuster and Martin (1980) 
investigated the relationship between anxieties and suggestion used in 
teaching. Since the 1977 study acted as a pilot study for the more 
comprehensive 1980 experiment, the focus will be on the latter. Schuster and 
Martin (1980) found that subjects showing a high anxiety trait performed best 
when tensed in the learning situation, while subjects low in trait anxiety 
performed best when relaxed, thus trait-state matching occurred. This is 
contrary to the bulk of the literature that indicates that high anxiety is the least 
conducive state for learning (Ferguson, 1976), and would seem to suggest 
that relaxation would not benefit all subjects equally and may in fact impair the 
performance of high anxiety subjects.  
 
Overall, the results may be summarised as follows. Relaxation impairs the 
performance of high anxiety subjects but has little effect when the task is 
easy. Relaxation has little effect on low anxiety subjects regardless of task 
difficulty. The effect on medium anxiety subjects is that relaxation facilitated 
recall on a hard task, but impaired it on an easy task.  Assuming that anxiety 
is normally distributed, the majority of subjects will be of medium anxiety, in 
which case relation will facilitate recall on hard tasks for most subjects, since it 
also has no effect on low anxiety individuals. Relaxation will only impair the 
performance of high anxiety subjects on a difficult task. When the task is 
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easy, relaxation has little effect on high anxiety and low anxiety subjects but 
impairs the performance of medium anxiety subjects. This means that in order 
to maximise the effects of relaxation it should only be used when task difficulty 
is high. Finally, suggestion in teaching studies that have found no significant 
improvement in performance where relaxation is used may not have used a 
sufficiently difficult or complex task. 
 
Later Schuster (1986) pointed out that, generally, students learn better when 
they are relaxed thoroughly and consistently in the classroom than when they 
are anxious and nervous. He suggested that teachers should strive to get 
students relaxed as much as possible in the learning situation with mental 
relaxation methods.   
 
Depression 
 
Depression in high school students has only been studied seriously in recent 
times (Reynolds, 1988; Newbegin, 2000). Children and adolescents in a 
depressive state were characterised as sad, introverted, brooding, detached 
and lethargic, and were often thought of as ‘going through a stage’ in 
development. According to Reynolds (1985; 1988) depression is an affective 
disorder that should be viewed as a ‘symptom cluster’, rather than a symptom. 
Some of the manifestations that may be considered in this cluster are 
anhedonia, lowered self-esteem, guilt, social withdrawal, impaired school 
performance, fatigue, psychomotor retardation, sleeping and eating disorders 
and suicide ideation (Reynolds, 1985). 
 
Reynolds (1984) had reported earlier that 18% of high school students were 
found to be moderately or severely depressed in his survey of 2800 American 
students. In this work, Reynolds also noted that female students with 
dysthymic disorder and disappointing school grades were more likely to 
exhibit symptoms of depression. In another western study, Reynolds and 
Coates (1986) found that teaching students to relax had the effect of reducing 
some of the symptoms of depression.      
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Depression and loss of face. As indicated earlier, studies have found 
that depression amongst Chinese students is widespread. For Chinese 
students, loss of face can also mean anxiety and depression. For example, if 
a student has not passed an exam, he may not have the courage to see his 
classmates and parents. His behaviour will be characterised as, “he enters his 
classroom with head little down”; “he will have dinner with his parent in 
silence”; “he tries to avoid talking with friends and classmates”. These 
observable phenomena were called ‘self-depression’ (Qin, 2000) and 
represented strategies used by students in an attempt to ‘save face’.  
 
For most Chinese students, doing their best to be on top of their group is a 
very ‘bright face’ thing. On the other hand, a student will have ‘no face’ to do 
anything if they are at the bottom of the group. A good academic record 
means that a person has a good reputation at school, in the community and 
the family, and in the workplace. When students leave school early, they do 
not have good academic record and feel very uncomfortable in their peer 
group. As a result, many students care deeply about their academic record 
because they do not want to lose face or their families’ reputation. When a 
student does not get a good academic record, his parents feel loathe to attend 
parents’ meetings. To illustrate the gravity of this problem, it has been known 
that some students with poor academic records have paid money to hire a 
person (from labour market) to act as their parent at a student parents’ 
meeting.  
 
An understanding of the meaning of ‘face’ and its importance in social life 
helps in the appreciation of why Chinese people use suggestion so widely in 
their life. For example, most teachers follow the government’s educational 
strategy and conduct students’ learning in an indirect way, especially for those 
with poor academic record students. Teachers were advised by the 
government to influence student in this indirect way in order to look after 
students’ self-esteem and to avoid generating a stressful condition. Hence the 
method of suggestion and metaphor are widely used as educational methods 
to enhance students’ confidence. These methods not only protect students’ 
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“face’ (dignity), but also avoid confrontations with students and the onset of 
depression. 
 
Conclusion 
 
The Literature Review has attempted to show the range of issues involved 
with suggestion in teaching and learning situations, and, in addition, to 
highlight some of the difficulties inherent in carrying out a cross-cultural study.  
 
In an effort to summarise this work, a tentative model will be proposed at this 
point. This model brings together the central issues discussed earlier, and to 
lay the foundation for the project design presented in the next chapter. In 
essence, the model posits these general relationships: 
 
Suggestion in Teaching &                                 Positive: grades, learning style,  
 Learning ( types, effects )                                               nationality, gender.    
suggestion                                                              
                                                                        
Barriers to suggestion                                      Negative: stress and depression. 
(moral factor) 
(intuitive factor) 
(logical factor)  
 
 
 
This general model will be complemented by two ‘subsidiary’ models, one 
dealing with the place of suggestion in Chinese teaching and learning, and 
another with a similar purpose for an Australian environment. The two 
subsidiary models can be used to compare the situations in Chinese and 
Australian classrooms in terms of the techniques of accelerative learning, and 
assist in the investigation of similarities and differences between the two 
contexts. It will also facilitate the understanding of cultural causes of these 
similarities and differences. 
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                                       Chinese classes 
                                                                        Similarities 
 Suggestion in teaching      AL classes                                      Cultural causes 
  and learning                                                 Differences            
                                      Australian classes 
 
 
 
It is clearly recognised here that there is no ‘perfect’ teaching method, and, as 
with other teaching methods, suggestion in teaching or ‘Accelerated Learning 
Method’ has its own limitations. It is the intention of this current study to try to 
understand the limitations of the accelerative learning method, especially 
when used under different cultural conditions.  Because of the different of 
cultural context and traditional heritages, China and Australia have different 
demands on learning and teaching condition for students and teachers, and 
this cross-cultural study between China and Australia may help us to 
recognise the different functions of suggestion in teaching.  
 
The next chapter presents the development of the measuring instrument used 
in the study, and discusses the methodological approaches taken to select the 
students for study, the administration of the instrument, and the collection of 
the results. 
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CHAPTER 3 
 
 
METHODOLOGY – Phase One  
 
Background 
 
One of the greatest problems facing the development of educational tools in 
the Chinese context is the extent of the cultural differences that exist between 
people living in different geographical regions of China. In an effort to 
determine whether these differences would prove to be too great for a 
comparative study such as this, a preliminary study of Chinese Teaching 
Methods was carried out in a number of schools across the country.  
In the course of this investigation, some information was gathered regarding 
the extent to which suggestion in teaching and learning was present in China, 
and to what extent this technique or its usage varied across the regions in the 
country. 
 
Preliminary Investigations on the Sample Population 
 
Much has been written about the differences between groups of Chinese 
people living in different geographical parts of China, and as a consequence 
this investigation set out to discover whether such geographical differences 
would affect this study. The relative homogeneity of national groups in 
Australia as compared to China negated the need for such a study in 
Australia. In this investigation of the Chinese educational system, measures of 
suggestion used in teaching and of student learning styles were compared 
between the schools in six different geographic regions of China. This survey 
was also designed to investigate the variation in teaching methods used 
throughout China, as well as teachers’ attitudes to accelerative learning 
principles. If the pilot study found no significant variance between the regions, 
it was assumed that the data from the selected sample would represent 
students throughout the whole of China. 
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Selection of Sample Schools for this Preliminary Study 
 
Initially, 10 areas of China were approached and agreed to be participants in 
the preliminary study. The areas in which schools were located were selected 
in an attempt to cover all regions of China.  All approached high schools were 
randomly selected from high schools within their selected areas. The whole of 
mainland China was divided into ten areas based on regional cultures such as 
Jing, Hai, Guandong and Chu school cultures. There were many schools in 
each of the ten areas. However, there were no remarkable differences 
attributable only to education as customs associated with schooling were very 
much subservient to the more dominant common cultural values, and ways of 
thought and communication which had existed in each region for several 
thousand years  (Mou, 2000)   
 
Problems with data return and usability of data from 4 areas reduced the final 
sample to six areas.  They were: Beijing (Northern China); Shanghai (Eastern 
China); Shaanxi (North-western China); Shenyang (North-eastern China); Fu 
Jian (South-eastern China); and Cheng Du (South-western China). The four 
areas which were eliminated were Western China (developing minority areas) 
and South China (Hunan Province and Guangdong Province), Xinjiang 
Minority area (Chinese Muslim area), Xizhang Minority area (Tibet).   
 
Eliminated Areas 
 
Western China is a developing minority area. The western provinces are the 
least populated and have the largest share of China’s minority cultures. The 
land is vast and of poor quality with much erosion and evidence of global 
warming effects. At a time of national economical development the state of 
the population and land of the western region are a considerable challenge to 
the China.  
 
South China [Hunan & Guangdong Provinces].  Hunan is surrounded by 
mountains on the east, west, and south, and by the Yangtze River on the 
north. Hunan's mixture of mountains and water makes it among the most 
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beautiful provinces in China. For thousands of years, Hunan has been a major 
center of Chinese agriculture, growing rice, tea, and oranges.  Many great 
people including Chairman Mao have come from Hunan Province.  In 
neighbouring Guangdong Province, the Pearl River Delta is one of China's 
most densely cultivated areas. 
  
Xinjiang is regarded as a minority area due to the small proportion of Han 
people and the much larger proportion of Chinese Muslim people [who are 
considered a racial and cultural minority group in China] within the region. 
The Xizhang or Tibetan Minority area or Xinjiang Uygur Autonomous Region, 
is located in China's northwest, the hinterland of the Eurasian Continent. Its 
1.66 million square kilometers make it the largest of all of China's autonomous 
areas and one sixth of the total territory of China. It is an outlying territory for 
its 5,600 km of national borders place Xinjiang in neighborly contact with 
Russia, Kazakhstan, Kirghizstan, Tajikistan, Pakistan, Mongolia, India and 
Afghanistan.  With close to 1000 centenarians, the Tibet region is renowned 
for the longevity of its citizens.  
Sample Selection Details   
 
For this study, students and teachers were drawn from science classes within 
the selected schools. In Year 7, these classes are mostly concerned with 
general science topics, but in China science becomes more specialised in 
Years 9 to 11, and subjects are separated into chemistry, physics or biology.  
 
It was considered that the six participating schools (108 teachers, 266 
students), being so widely distributed geographically, represented a good 
cross-section of the Chinese population. In the collected data, gender was not 
reported. However, it is known that among Chinese teachers gender 
distribution is 60% females to 40% males, and among high school students 
the gender proportions are 54% females to 46 % males.  
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Among the six participating schools, some were from developed areas in 
China and some from currently developing areas. The details of these schools 
were as follows:  
 
School 1 - NW 
School 1 was a high school located in a small city (1.5 million people) in Shannxi 
province, in the North-west region of China. This area has two major nationalities - 
the Han and Muslim. It is a developing area in China, and its cultural background has 
more traditional heritage than other areas in China. It is referred to as ‘the culture of 
Yellow Soil Plateau’ (Dai, 2000). The predominant educational method was a 
traditional mixture of Confucian and Daoist practices.   
 
The school accepts Years 7 to 12. For this study, 14 Teachers and 135 students in 
Years 7, 9 and 11 participated. The main language spoken in the home was Chinese 
with local accent. Students attending the school were from a wide social class 
background, where the occupation of the parents ranged from governmental officers 
to peasant class. None of students’ parents were unemployed, and most of the 
students attending the school also lived in the local neighbourhood. It is a key high 
school in the city with a school population of about 4200 students.  
 
 
School 2 - SW 
School 2 was a county (about one million population) high school in Si Chuan 
Province in the South-west area of China. This area is mainly a multi-ethnic and 
developing region in China. Si Chuan Province is an agricultural province with the 
largest population (over 1.1 hundred million) in China. The cultural background is of a 
very traditional heritage (Daoism originated in this area) compared to other areas of 
China. It has been called ‘the culture of Ba Shu’ (“巴蜀文化”) which is a regional 
culture (Dai, 2000). The educational methods used in the school were largely based 
on traditional Daoist practices. 
 
The school accepts Years 7 to 12. For this study, 12 teachers and 9 students in 
Years 7, 9 and 11 participated.  The main language spoken in the home was Chinese 
with a strong local accent. Students attending the school were from all social class 
backgrounds where the occupation of the parents varied from governmental officers 
to farmer class level. None of students’ parents were unemployed. Most of the 
students attending the school lived in the local neighbourhood. It was also a key high 
school in the city with a school population of about 2100 students.  
 
 
School 3 - SE 
School 3 was a high school located in a county of FuJian Province in the South-east 
area of China. This area was a developed coastal region with multiple ethnicity. The 
cultural background was a mixture of modern overseas influence and traditional 
heritage, and is called ‘the culture of Min’ (“闽文化”) in which people worship the 
Mazu (“玛祖”) a religion related to the sea and fishing (Dai, 2000). The educational 
methods used in the school were a traditional mixture of Confucianism, Buddhism 
and Daoism.   
 
The school accepts Years 7 to 12. For this study, 31 Teachers and 15 students in 
Years 7, 9 and Years 11 participated.  The main language spoken in the home was 
Chinese with local accent or dialect (Min Nan language). Students attending the 
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school were from all social class backgrounds where the occupation of the parents 
varied from governmental officers to a fishing class. None of students’ parents were 
unemployed. Most of the students attending the school lived in the local 
neighbourhood. It is also a key high school in the city and has a school population of 
about 2800 students.  
 
 
School 4 - E 
School 4 was an experimental high school located in the city of Shanghai, in the 
Eastern region of China. This area was mainly mono-national (Han), and was a 
developed light industrial and coastal area of China. The cultural background was 
‘Hu culture’ (“沪文化”, Dai, 2000) which represents a mixture of colonial and 
traditional heritages in China.  Educational methods used in the school were a 
traditional mixture of Confucian and Daoist practices.   
 
The school accepts Years 7 to 12. For this study, 10 teachers and 10 students in 
Years 7, 9 and 11 participated.  The main language spoken in the home was Chinese 
with local accent or dialect (Shang Hai Hua). Most of the students attending the 
school were from all social class background where the occupation of the parents 
ranged from governmental officers to working class level. None of students’ parents 
were unemployed. Most of the students attending the school lived in the local 
neighbourhood. It is a key high school in the city with a school population of about 
4500 students.  
 
 
School 5 - N  
School 5 was a high school located at the city of Beijing in Northern China. This area 
has two main nationalities - Han and Muslim. It was a developed industrial area in 
China and is a Chinese political, economic, cultural, educational and technological 
centre. The cultural background was more a mixture of traditional heritage and 
Manchurian culture in China and is called ‘the culture of Jing School’ (“京派文化”, 
Dai, 2000). Educational methods were a traditional mixture of modern overseas 
culture, Confucian and Daoism.   
 
The school accepted Years 7 to 12.  For this study, 12 teachers and 20 students in 
Years 7, 9 and 11 participated.  The main language spoken in the home was Chinese 
with local accent or dialect (called Jing style). Most of the students attending the 
school were from all social class background where the occupation of the parents 
was from governmental officers to working class level. None of students’ parents 
were unemployed. Most of the students attending the school lived in the local 
neighbourhood. It is a normal high school in the city with a school population of about 
3800 students.  
 
 
School 6 - NE 
School 6 was a high school located in a large city in Liaoning Province in North-east 
China.  It is located in a multi-ethnic (26 nationalities) Manchurian heritage area, and 
is the largest heavy industry city in China. The cultural background is a mixture of all 
traditional heritages, overseas cultures and Manchurian culture, and has been called 
‘the culture of Guan Dong’ (“粤文化”, Dai, 2000). Educational methods employed in 
the school are a traditional mixture of Manchurian, Confucian, and Daoist 
approaches, modified by some overseas influences.   
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The school, a key high school in the Liaoning province, accepts students in Years 7 
to 12. For this study, 26 teachers and 25 students in Years 7, 9 and 11 participated.  
The main language spoken in the home was Chinese (Mandarin). Students attending 
the school were from a broad spectrum of social class backgrounds where the 
occupation of the parents was from governmental officers to working class level. 
None of students’ parents were unemployed and most lived in the local 
neighbourhood. The school population was about 4200 students.  
 
Measurement Instruments Used in the Preliminary Study 
 
A 16-item questionnaire (Chinese Teaching Method Questionnaire, Appendix 
F) was designed to investigate the teaching methods currently used by 
Chinese teachers and, in addition, their knowledge of accelerated learning. 
This questionnaire comprised two sections. Section A included 11 questions 
related to teaching methods and attitudes to accelerated learning, and Section 
B (5 questions) was an open-ended questionnaire for gathering further 
information to assist in the evaluation of Section A.  A 20 item VAK (visual, 
auditory, kinesthaestic) Learning Style Questionnaire (see Appendix B) was 
used for testing students’ preferred perceptual learning styles. To assist in the 
pilot study, an Information Sheet  (see Appendix G) outlining the basic 
aspects of accelerated learning (AL) was provided for Chinese participants 
and organizers. This was considered necessary since accelerated learning 
was a new concept for many Chinese teachers.  
 
Preliminary Study Questionnaire Administration 
 
In October 1999, questionnaires (300 copies) for the pilot study were sent to 
organizers in the ten selected schools in different areas of China.  The 
organizers in each school were required to have students and teachers 
complete the questionnaires simultaneously (4:30 pm, Tuesday, November 
28, 1999), and then were asked to return the data to the researcher.   
 
Since all of China is in the one time zone, coordination of the process was 
relatively simple time-wise although communication and attending to details 
proved troublesome in some cases.  As indicated earlier, one region (the 
central area of China) did not return any data, and data obtained from three 
other regions were either minimal, or from incorrect subject areas and age 
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levels. However, it was judged that data from the six areas of China detailed 
above provided reasonably complete information. In addition, the returns were 
from areas that were considered to be sufficiently broad geographically, 
culturally and in regard to represented national groups, to be a representative 
set of sampling groups for the purposes of this preliminary study.  
 
Results of Preliminary Study Using Chinese 
Teaching Method Questionnaire 
 
Multiple Choice Items 1-11 
 
In the following presentation of results for items 1-11 of the questionnaire, 
data are presented graphically in the several figures, while the full statistical 
data are made available from the author. Total percentage scores may 
occasionally be higher than one hundred percent as some respondents 
included more than one answer to several items. In each of the figures, the 
following codes have been used: 
 
NW =Shannxi Province, SW = Sichuan Province, SE = Fu Jian Province, E =  
Shang Hai,  N = Beijing, NE = Liaoning Province. 
 
Q.1. What is your main method of classroom teaching?   
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 Figure 1.  Main teaching methods in six geographic areas of China. 
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The results indicated that in these sampled schools, the main teaching 
method used was the heuristic model (89.8%), the second was suggestion 
(30.56%), and rote learning a distant third choice (10.2 %).  The results of 
answer D “other” (8%) shows that there are almost no other teaching methods 
being used in these schools except for the two schools in coastal regions. 
Therefore it can be concluded that the main teaching method in these 
Chinese schools was heuristic and suggestive with some rote learning.  In 
most inland schools, no other teaching methods were used in classroom 
teaching. 
 
Q.2.     Do you often use suggestion in teaching?  
 
Figure 2 shows that about 42.59% of teachers are using suggestion in their 
teaching and over half the teachers (58.33%) are using suggestion in teaching 
occasionally. Therefore, it appears that suggestion is commonly used as a 
teaching method by Chinese teachers in their normal everyday class planning 
and teaching. 
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Figure 2.  Use of suggestion in Chinese classrooms. 
 
 
Q.3. Have you heard about the accelerated learning method?  
 
Figure 3 indicates that about 61.1% of respondents had never heard of 
accelerative learning (AL), indicating that 21.29% had heard of AL at some 
level. To avoid misunderstanding, all respondents were provided with a point 
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form description of major aspects of accelerative learning before they 
completed the questionnaire.  Although some had heard of AL almost all of 
them (18.5%) were of the opinion that it would be impossible to use AL in 
Chinese classroom teaching.  There were only two persons who said they 
were using AL occasionally in their teaching.  
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Figure 3.  Proportion of teachers who had heard of accelerated learning. 
 
Q.4.  Do you think that the teaching method is very important? 
 
 For the six Chinese schools displayed in Figure 4, a conclusive 85.18% of 
teachers thought that the teaching method was very important in teaching 
students.  About 13.88% of teachers considered the importance of the 
teaching method as dependent on content of the lesson being taught.  One 
person (0.9%) indicated an opinion that the teaching method was not 
important to teaching.  
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Figure 4.  Proportion of teachers who consider teaching method important.  
Q.5. Do you think that the teaching method has something to do with the 
teacher’s personality? 
 
Figure 5 shows that about 57.14% of teachers thought that teaching method 
had something to do with a teacher’s personality, and over 78% of teachers 
recognized that different teachers had different teaching methods (or teaching 
styles).  
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Figure 5.  Perceived relationship of teaching method to personality of teacher. 
 
Q.6. Do you think that the teaching method has something to do with a 
student’s ability?  
 
Figure 6 indicates that among these participants, a conclusive 95.37 % of 
teachers (103 teachers) thought that teaching had to be conducted according 
to student characteristics or special needs.  About 9.3% of teachers thought 
that the smarter the student was, the simpler the teaching method that was 
required. 
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Figure 6.  Teachers who consider teaching methods tied to student ability. 
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Q.7. If China adopted accelerated learning what would happen?  
 
Figure 7 indicates that almost two thirds (64.8%) of surveyed teachers believe 
that using suggestion in teaching will stimulate a student’s unconscious ability 
and learning motivation.  About 21.29 % of teachers were not sure what would 
happen if use of suggestion were to be increased in teaching.  
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Figure 7. Anticipated effects of introduction of accelerated learning to schools. 
 
Q. 8. Would your students like to be involved in classroom teaching?  
 
The results summarized in Figure 8 indicate that eighty percent (77.78%) of 
teachers thought that students liked to participate in class teaching through 
answering questions asked by the teacher. About 47.2% of teachers agreed 
that students would want to join in to their class teaching by asking questions. 
Only 7.4% of teachers stated that in their class, students would not want to 
cooperate. Most teachers had students who participated in their teaching 
either through asking or answering questions in class.    
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Figure 8. Teachers’ opinion of students’ interest in participation in class 
teaching. 
 
Q.9. In China, many students don’t like to attend class. The main reason is:   
 
The reasons that the surveyed teachers thought that many Chinese students 
don’t like to attend classes are summarised in Figure 9 and Table 1. Over half 
(52.3%) of the surveyed teachers thought that the main reasons for students’ 
absence from class were both out-of-date textbooks or content used in China. 
About 27.78% of teachers thought that old aspects of teaching result in 
students’ negative attitude to learning.    
 
Table 1    
Reasons Students Do not Want to Attend Class 
 
Answers (%)  
Group Old books Old content Both a & b Too lazy 
NW (14) 14.2 14.2 50 28.6 
SW (12) 0 25 58.3 41.7 
SE (31) 19.4 29 64.5 38.7 
E (10) 20 40 50 50 
N (15) 20 33.3 6.7 80 
NE (26) 0 26.9 65.4 15.4 
Total:108 12.1 27.8 52.3 38.9 
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Figure 9.  Reasons students do not want to attend class. 
 
Q.10. What is the goal of teaching? 
 
Responses to Q 10  are summarized in Table 2 and Figure 10. About 61% of 
participants thought that the goal of teaching in China was to provide students 
with more knowledge. Only 10% of teachers thought that the goal of teaching 
was to produce more university students.   However, 38% of teachers thought 
that the goal of teaching in China was to help students become more effective 
and useful.  About 24% of teachers thought that the goal of teaching in China 
was to complete the teaching task.  So based on the answers B and D, the 
goal of teaching in China was seen as providing students with knowledge 
based on what was effective and useful for the students. 
 
Table 2    
 
Purposes of Teaching in China 
 
Answers (%)  
Group University 
place 
Increase 
Knowledge 
Do job Effective & 
useful 
NW (14) 28.6 7.1 28.6 57.2 
SW (12) 0 91.7 16.7 33.3 
SE (31) 9.6 71 22.6 48.4 
E (10) 20 60 20 40 
N (15) 0 73.3 26.7 33.3 
NE (26) 3.8 61.5 30.8 15.4 
Total:108 10 61 24 38 
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 Figure 10.  Purposes of Teaching in China. 
 
Q.11.  Does gender have something to do with teaching method”? 
 
Results of Q11 are shown in Figure 11 and Table 3. A significant proportion of 
the teachers (63.89 %) thought that gender did not have any influence on their 
teaching method or the way they taught.   However, the other third thought 
that gender did affect the way they taught. 
 
Table 3   
Does Student Gender Affect Teaching Method? 
 
NW (14) 21.4 7.1 71.4 0 
SW (12) 16.7 16.7 66.7 8.3 
SE (31) 29.3 12.90 58.1 0 
E (10) 40 0 70 0 
N (15) 40 13.3 46.7 20 
NE (26) 23 0 73 3.8 
 
 
 
 
Answers (%)  
Group Yes No No difference Girls easier 
Total:108 27.8 8.3 63.9 5.3 
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Figure  11. Does student gender affect teaching method?  
 
Open-ended Items 12-16 
 
The aim of the data analysis of the open-ended section of the “Chinese 
Teaching Method “ questionnaire was to illuminate the interpretation of the 
first section of this questionnaire by increasing the range of potential 
responses. 
  
Q.12.   What is the traditional education method in ancient China? 
 
The teacher’s responses to this question are summarized in Figure 12.  About 
76.1% of teachers in the six sample schools thought that the traditional (a 
historical “long time ago” method) Chinese teaching method was rote 
learning, and only 3.6% thought that the traditional Chinese teaching method 
was heuristic teaching.  Another 11.6% of teachers thought that the traditional 
Chinese teaching method was lecturing, and 1.8% of teachers thought that it 
was some “other” method.   
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 Figure  12.     Traditional Chinese teaching methods 
 
Q.13. The best teaching method to Chinese students is: 
 
Responses showed that about 63.4% of participants thought that the best 
teaching method for Chinese students was the Heuristic method. 
Approximately one quarter (25.15%) of the participants thought that the best 
teaching method was through lecturing. Only 2.9% of participants thought that 
the best teaching method for Chinese students was rote learning. About 9.8 % 
of participants thought that the best teaching method for Chinese students 
was one of a range of other methods. 
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Figure 13.  Best teaching methods for Chinese students. 
 
Q. 14. The main teaching method currently used in China is: 
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Table 4 and Figure 14 indicate that about 61.3% of participants thought that 
the main teaching method currently in use in Chinese classroom is the 
heuristic method. The second most used method (46%) is the lecturing 
method, with rote-.learning a distant third choice. About 7.7 % mentioned 
other methods.  
 
Table 4     
Main Teaching Methods Currently Used in China 
 
Answers (%)  
Group 
 
Teacher 
Amount Heuristic Lecturing Rote learning Other 
NW 14 42.9 42.9 28.6 0 
SW 12 75 8 8 8 
SE 31 54 19.2 12.9 17.9 
E 10 80 20 0 0 
N 15 40 40 0 20 
NE 26 76 46.2 11.5 0 
Total 108 61.3 29.4 10.2 7.7 
 
 
 
 
 
 
 
 
Figure 14.  Main teaching methods currently used in China. 
 
Q 15. Have you used overseas teaching methods such as accelerated 
learning in your class teaching? 
 
Table 5 and Figure 15 summarize the teachers’ responses. About 73% of 
participants in six schools stated that they had never used suggestion or 
accelerated learning in their classroom teaching.  About 20% of participants 
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said that they had used similar types of method occasionally.  About 6.9% of 
participants had used other teaching methods. 
 
Table 5   
Use of Accelerated Learning in Class Teaching 
 
Answers (%) Group Teacher 
Amount No Yes Other 
NW 14 78.6 21.4 0 
SW 12 50 42 8 
SE 31 77.4 12.9 9.6 
E 10 100 0 0 
N 15 40 40 20 
NE 26 92 3.8 3.8 
Total 108 73 20 6.9 
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Figure15.  Is accelerated learning used in Chinese classroom teaching now? 
    
Q.16. What are the main barriers to using overseas teaching methods such as 
accelerated learning in China? 
 
Table 6 shows that about 44 % of participants thought that the main barrier to 
the introduction of overseas teaching methods would be the Chinese 
education system, whilst about 36.2 % of participants thought that the main 
barrier would be the cultural heritage.  About 11 % of participants thought that 
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it was difficult to say. However, it is important to note that Figure 16 indicates 
the significant regional differences exist in the responses of concern for 
overcoming differences in cultural heritage in the education system.   
 
Table 6 
       
Barriers to Using Overseas Teaching Methods in China   
 
Answers (%)  
 
Group 
 
Teacher 
Amount 
Different 
Education 
System  
Different 
Cultural 
Heritage  
 
Unsure 
NW 14 50 0  7 
SW 12 34  42  21 
SE 31 20  67.7 12.9 
E 10  70 30 0 
N 15 45 35.2   9.8 
NE 26 42.3  42.3  15.4 
Total 108 44  36.2  11 
 
 
 
0
10
20
30
40
50
60
70
NW SW SE E N NE
Education system different
Cultural heritage different
Unsure
 
 
Figure 16.  Barriers to using overseas teaching methods in China. 
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Results of Preliminary Study using Learning Styles VAK Preference Indicator 
 
Table 7 displays the results of the Learning Styles VAK Preference Indicator 
for the Chinese students in the six surveyed schools. Across all regions of 
China, there is no evidence of significant difference in learning preferences.  
 
Table 7   
 
VAK Learning Styles of Chinese Participants in Preliminary Study 
   
VAK Results VAK Percent age 
Groups V A K *SN V% A% K% 
NW 804 1083 976 142 31% 38% 38% 
SW 43 71 64 9 24% 40% 36% 
SE 45 49 66 8 28% 31% 41% 
E 56 87 57 10 28% 44% 29% 
N 122 157 161 22 28% 36% 36% 
NE 477 495 528 75 32% 33% 35% 
Total 1547 1942 1852 266 29% 36% 35% 
                   *SN = number of students surveyed 
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Figure 17. Chinese students’ VAK learning style preferences. 
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For the six surveyed schools, the average preferences for learning styles 
were: Visual, 29%; Auditory, 36%; and Kinesthetic 35%. Figure 18 shows a 
remarkable similarity between perceptual learning style scores for students in 
Northern Chinese areas (NW, N, NE), both in terms of the V:A:K ratio and the 
correspondence between areas. Scores for students in NW China were 31% 
(V), 38% (A), 38% (K); scores in N China were 28% (V), 36% (A), 37% (K); 
and scores in NE China were 32% (V), 33% (A), 35% (K).   By comparison, 
the perceptual learning style scores in the southern areas (SW, SE, E) all had 
one score being relatively higher than other two.  In Southwest China it was 
the Auditory score (40%); in Southeast China it was the Kinesthetic score 
(41%). However, taken as a group, the difference in VAK scores for the six 
surveyed schools was not significant.    
 
Conclusion to Preliminary Study 
 
This preliminary study was intended to reveal if suggestion was present in 
Chinese teaching practice and whether use of suggestion as a part of 
teaching methods varied throughout China.  From the foregoing results, we 
can posit a number of general conclusions. 
 
First, it appears that suggestion as a teaching and learning method was used 
occasionally in classroom teaching in Chinese schools in most circumstances. 
This finding supported Lozanov's notion that suggestion in teaching and 
learning has a universal character as a process, and like other phenomena 
can be “observed in life” (1978, p. 56).  Thus, we can conclude that as well as 
suggestion being part of western education, it also exists in Chinese 
classroom teaching.  All 108 of the Chinese teachers surveyed in the 
preliminary study, by inverse inference, expressed the opinion that suggestive 
teaching was a regular part of their classroom teaching and students’ learning 
Although they had not said so in a positive constructive sense, none had 
denied the roles of suggestion in teaching and learning. 
 
Secondly, it appears that the main method of classroom teaching in all 
Chinese schools surveyed in this preliminary investigation was suggestive 
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heuristic elicitation. This is often referred to as simply "heuristic" teaching. The 
data obtained in this study clearly support previous research by Chinese 
scholars on educational methods in China. For example, Qing (1994) and 
Wang (2000) discussed the value of the teachings on self-suggestion of Lao 
Zi and other masters, and Zhu (1988) emphasised the value of using 
suggestion through metaphor for developing young peoples' mental ability. 
 
It does appear that whilst there are a few regional and local variations in the 
surveyed Chinese schools, much concordance of approach is evident across 
the various regions. For example, Chinese teachers’ attitudes to the use of 
suggestion in teaching and learning are similar and positive across all 
Chinese schools sampled. This finding indicated that, even though Chinese 
teachers have not used suggestion in their classroom teaching on purpose, 
they are all keen to adopt this method in their teaching.  It is clearly already a 
strong part of the culture derived from Taoism, Confucianism and Buddhism. 
In addition, the actual use of suggestion in teaching and learning in Chinese 
schools is very similar across all regions. This finding indicates that although, 
as yet, almost all surveyed schools have not purposively used suggestion in 
teaching and learning in their classrooms, it is possible that teachers may be 
already using metaphor (Zhou, 2001) and many other aspects of suggestive 
teaching.  Since heuristic teaching is also known as heuristic suggestive 
elicitation, teachers who use heuristic teaching may also be unaware of their 
use of suggestion. Such a possibility indicates that further research is needed 
to resolve any misunderstandings within the data. These appear to be mainly 
cultural and language problems. 
 
Most of the Chinese teachers in the six surveyed schools had never heard of 
accelerated learning and were unaware of using suggestion in teaching on 
purpose.  Teachers may not have been using suggestion as a purposeful 
teaching method but, interestingly, data from questionnaires and observation 
show that suggestion was certainly taking place. However, whilst few (< 2%) 
of the Chinese teachers surveyed acknowledged use of accelerated learning 
in their classroom teaching, an encouraging finding for this project was that 
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most (70%) teachers surveyed expressed a liking for the idea of accelerated 
learning. 
 
In parallel with this indication of willingness to engage with new ideas in 
education, was the finding that a large majority (85.2%) of sampled teachers 
thought that the teaching method was very important in teaching students. 
Over half of the teachers (57.14%) thought that teaching method had 
something to do with a teacher’s personality, and over 78% of teachers 
recognized that different teachers had different teaching methods or teaching 
styles. Furthermore, about 95.37 % of teachers (103 teachers) thought that 
teaching had to be conducted according to students’ characters. Whilst this 
indicates that most teachers still believe in the fundamental precepts of the 
Chinese traditional teaching method (“Yin Cai Shi jiao” [因材施教] , meaning 
“educating according to students’ aptitudes”) of the Confucian method (Chen, 
1990), it does not mean that new teaching methods are proscribed. Rather, it 
can be seen that it would be a problem in China, if the accelerated learning 
method did not accommodate the diversity of teachers' abilities and students' 
needs and understanding. Chinese teachers' beliefs seem to indicate that 
teaching methods are an individual matter and should be very diverse.   
 
We might conclude that overseas teaching methods such as AL, if introduced 
into China, should still be innately flexible enough to embody individual 
teachers' various styles after being adopted by Chinese teachers in practice. 
This seems to be a concern about AL for Chinese teachers, and future 
research should be conducted to answer the question of "In what ways do 
accelerative learning methods need to be modified to account for Chinese 
cultural backgrounds?" 
 
Finally, the results of the Learning Styles VAK Preference Indicator test 
carried out in the six surveyed schools, indicated a general balance in 
students’ preference for perceptual learning styles. Even though there are 
some variations among these sampled schools regarding different learning 
modalities in the six areas, the overall percentages are not significantly 
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different.  This finding suggests that Chinese students use all perceptual 
learning styles in balanced proportions.  
 
As a general conclusion to this preliminary study, we have observed that, 
currently, the main teaching method used in China is the suggestive heuristic 
method. Whilst the techniques of suggestion in the classroom as a teaching or 
learning method has not fully developed in Chinese schools, it appears that 
suggestion is already part of Chinese teaching methods as a result of their 
current culturally determined heritage. Across the six surveyed schools which 
represented a wide variety of geographical and cultural circumstance in 
China, no significant differences in educational approach or learning styles 
were found, and this observation allowed the project to move forward to the 
next phase, where two Chinese schools were selected as representative 
schools in the comparative study detailed in the next Chapter.   
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CHAPTER 4 
 
 
METHODOLOGY – Phase Two  
 
Background 
 
Phase one of the methodology investigated the homogeneity of the Chinese 
school population in terms of the teaching methods employed and the balance 
of teaching styles in order to give some justification for the use of a single 
suggestion in teaching and learning scale across a wide variety of cultural 
settings in China. Having established this consistency of view in the surveyed 
schools, the discussion now moves to the ways in which suggestion in 
teaching and learning can be practically assessed in a classroom situation. 
 
This chapter begins with a description and discussion of the ‘Suggestion in 
Teaching and Learning Scale’ that has been constructed for this study on the 
basis of the literature review. Application of this scale to a sample of 
classrooms in China and Australia was then carried out in an exploratory study 
designed to determine the internal validity of the scale and to observe if there 
were any significant differences in approach between Chinese and Australian 
classrooms. 
 
Development of the Scale of Suggestion in Teaching and Learning (STL) 
 
In an effort to more precisely quantify the effectiveness of suggestion in 
teaching and learning contexts and to begin to investigate the differences 
between Eastern and Western classrooms, an attempt was made to bring 
together those contributions to the area outlined previously in the Literature 
Review to provide a coherent scale that could be used in a number of different 
teaching situations. It was anticipated that, if successful, the provision of such 
a scale would allow more systematic and unbiased comparison between 
teacher’s attempts to utilise suggestion into a variety of classrooms.  
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Parameters Used for the Initial Construction of the STL Scale 
 
According to Ghiselli, Campbell and Zedeck (1981):  
Any device or task that is presented to the individual for the purpose of 
permitting one to predict or diagnose or assess someone’s behaviour is 
called a ‘test’. (p. 452) 
 
Clearly, what this project is attempting to do falls into this category of ‘test’, and 
consequently the protocols laid down by these authors will be used to guide 
the development of the STL. Ghiselli et al. note that to meet the requirements 
of a test, tasks are constructed to prompt affective or non-intellectual 
responses by the subject, and are arranged to permit observation of the 
exhibited behaviour. In the measuring instrument designed for this study, the 
task was a question or statement regarding an attitude or phenomenon relating 
to suggestion in teaching and learning that requires a response from the 
subject. Each question is referred to as an ‘item’, and in the interests of 
reliability, validity and the lessening of potential errors, ‘subscales’, composed 
of several items, were constructed. 
 
It was also recognised by Ghiselli et al. (1981) that test instruments of the type 
being developed, and which could be said to measure various aspects of 
personality, do not contain all possible items that measure the characteristic 
under study. Thus there will always be a certain element of error, a factor also 
recognised by Groth-Marnat (1990) and Gable & Wolf (1993). As a 
consequence, Ghiselli et al. and Groth-Marnat emphasised that it is important 
to fully understand the theoretical underpinnings of the construct being 
developed when constructing a measuring instrument, and to ensure that each 
item in the test has to relate in some way to the central issue.  
 
The procedures for developing a test instrument identified by Gable and Wolf 
(1993) include 15 steps that are claimed to be necessary to impart the required 
level of confidence in a scale used in the affective domain. These steps can be 
summarised as follows: 
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1.  Develop conceptual definitions 
2.  Develop operational definitions 
3.  Select a scaling technique 
4.  Conduct a judgemental review of items 
5.  Select a response format 
6.  Develop directions for responding 
7.   Prepare a draft of the instrument and gather preliminary data 
8.  Prepare the final instrument 
9.  Gather the pilot data 
10.  Analyse the pilot data 
11.  Revise the instrument 
12.  Conduct a final pilot study 
13.  Produce the final instrument 
14.  Conduct validity and reliability analysis 
15.  Prepare a test manual 
 
In the present work, these 15 steps have been be used as guidelines rather 
than a blueprint for constructing the instrument used in this study. A brief 
comment on the process that was used in this thesis now follows.    
 
Conceptual definitions were constructed or extracted from the literature review, 
and used to provide the central idea behind the concept being measured.  In 
accordance with the advice of Ghiselli et al. (1981), Gable and Wolf (1993) and 
Groth-Marnat (1990), care was taken to ensure that the items selected for the 
test reflected the nature of the construct being measured and that it was written 
in a language register capable of being understood by the target group.  
 
During the data collection phase, it was recognised that to claim any sort of 
generalisability of outcome, it would be important that the sample of students 
surveyed (high school students in Australia and China) were typical of the 
population, and that they do not represent a ‘special’ group within the school. 
Ideally, the sample should represent the population for which the instrument 
was developed (Gable & Wolf, 1993 ), thus age, gender ratio, type of school 
surveyed and ethnic background all need to be considered during the sample 
selection. In practical terms, however, whilst the desirability of a representative 
sample is appreciated, the size and diversity of the Chinese school population 
presented a significant problem in this regard. Consequently, as indicated in 
Chapter 3, a convenience sample of Chinese classrooms was used, 
recognising that there could be some unconscious bias inherent in the results.  
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In a similar way, the increasing multicultural nature of Australian classrooms 
was understood to be a contributing factor to the developing heterogeneity of 
the Australian population. Nevertheless, as with the sample of Chinese 
classrooms chosen for this exploratory study, a convenience sample of 
Australian classrooms was also employed in this study.  
 
It is appreciated, at this early stage of the study, that the generality of results 
emerging from this work will be limited by the size and nature of the surveyed 
population. However, it was considered that, at this stage of development of 
the STL instrument, with the bounds of available budget, and in light of the 
paucity of other studies in this area, the study would still be of sufficient interest 
to justify its being based on such a sampling regime.     
 
During the application of the instrument, analysis was performed on the items 
in an attempt to gauge its validity and reliability. Following Gable and Wolf 
(1993) factor analysis and item analysis were carried out. Factor analysis was 
performed to provide empirically extracted factors that explain the variation 
among the items in the measuring instrument, and which can be used to 
compare with the ‘judgemental’ categories developed during the initial stages 
of the instrument conceptualisation (Gable & Wolf, 1993; Groth-Marat, 1990). 
 
Item analysis involves the investigation of properties for each item in relation 
to: other items in the same subscale; the total scale; and between related 
instruments (Gable & Wolf, 1993; Ghiselli et al., 1981). It can be used to 
identify items for deletion, or for identifying items that may need modification or 
replacement prior to performing a factor analysis. According to Ghiselli et al. 
removal or modification of items that do not contribute to the improvement of  
the measuring scale assists the scale’s reliability and validity. 
 
Reliability 
 
The reliability of a test instrument is concerned with the extent to which scores 
on the test would be the same if the test was taken by the same individual on 
two separate occasions (Cronbach, 1990; Groth-Marnat, 1990). Groth-Marnat 
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advises that reliability is higher for instruments measuring stable constructs 
than for constructs that may fluctuate with time. Human performance may 
affect reliability and the performance on the test instrument may be affected if a 
subject attends a seminar or counselling session, for instance. In addition, the 
test itself may contain errors due to the imprecision of the items. 
 
This latter point is clearly important here, because suggestion, as a 
psychological concept, does not share with physical concepts the ability to be 
directly measured. Concepts such as suggestion, stress and depression, which 
are key issues in this work, do not involve elements that are directly 
measurable, and rely on observation devices that are relatively limited in what 
they can detect. They may therefore not measure every aspect of a concept, 
and as a consequence introduce unavoidable error in the data collecting 
process.    
 
Based upon the considerations above, reliability can be defined (Ghiselli et al., 
1981) as follows: 
[reliability is] the extent of unsystematic variation in the quantitative 
description of some characteristic of an individual when the same 
individual is measured a number of times. (p. 191)    
 
The availability of repeated measurements is assumed in this definition, as is 
the random nature of the variation of the errors inherent in the instrument. 
Whilst the repetition of a test cannot ensure that systematic errors do not 
occur, at least they are kept to a minimum. Unfortunately for the scale 
developer, repeated measurements of a test are not often available, thus 
reliability measurements have been formulated that take this factor into 
consideration.  Amongst the most powerful of these methods that measure 
internal consistency are the Cronbach’s alpha coefficient or Kuder-
Richardson’s coefficient for discrete or dichotomous data.  The relevant 
formulae for estimating these coefficients look at the characteristics of parallel 
items or components in the test. For experimental purposes, Cronbach alpha 
coefficients of 0.7 or higher are sufficient to claim internal consistency (Groth-
Marnat, 1990) whilst for a clinical situation, Cronbach alphas of 0.9 are 
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required, since decisions are being made about an individual based upon the 
outcome of the test. 
 
Validity 
 
The concept of validity is important in this work because it provides an 
indication of whether a test actually measures what it is intended to measure 
(Ghiselli et al., 1981; Groth-Marnat, 1990).  This usually constitutes part of the 
item analysis, whereby an item is considered to be a valid measure of the 
construct if it: correlates highly with other items on the scale; the total score 
for the scale; and other instruments used to measure the same construct. 
 
Ghiselli et al. (1981) provided the following comment on the need for 
developing an estimate of validity of a scale: 
Given a set of specific questions, we want a psychological measure to 
help determine how useful or appropriate (that is valid) are the answers 
(that is the information provided by the test). (p. 32) 
 
For the purposes of this study, this comment amounts to asking how valid are 
the items and subscales in the test we have employed for measuring or 
predicting the level of suggestion in teaching and learning in the environments 
of the two cultural contexts studied. 
 
In 1981, Ghiselli et al. stated that at that time, validity studies were in disarray, 
a factor that was subsequently addressed by the American Psychological 
Association (APA), who developed a set of recommendations for validity in 
studies involved with psychological testing (AERS, APA, NCME, 1985). The 
three main methods for establishing validity advised by the APA were (i) 
criterion validity, (ii) content validity and (iii) construct validity, each of which 
will be commented on briefly. 
 
Criterion validity can be determined by comparing the test scores on the scale 
in question with a respondent’s performance on an outside measure, which is 
known as the ‘criterion’ (Ghiselli et al., 1981; Groth-Marnat, 1990). For this 
current study, the criterion measurement was the measure of the different 
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types of suggestion in teaching and learning determined for each country. 
Item scores, subscale scores and total score on the STL instrument were 
correlated with the measure generated for each country and the 
measurements for both countries. 
 
According the validity measures discussed by Ghiselli et al. (1981) and Groth-
Marnat (1990), content validity is concerned with the extent that the items on 
a test measure the concept under investigation. It is largely judgemental, and 
criticism usually occurs during the early part of the instrument’s construction. 
Since items are judged for the appropriateness of the content with regard to 
the concept being measured, it is important that a well-constructed conceptual 
definition is developed and used appropriately. Evidence of content validity is 
often provided by the judgement of expert raters who are asked to determine 
whether an item should be included or deleted from the measuring instrument. 
 
Construct validity assesses the extent to which the test measures a 
theoretical construct or trait (Ghiselli et al., 1981; Gable & Wolf,1993; Groth-
Marnat, 1990). In the current project, suggestion in teaching and learning was 
developed as a construct which itself was based upon a well-constructed 
conceptual definition. Unlike criterion validity that is predictive, construct 
validity looks at the relationship of the construct with other instruments that 
measure the same construct, as well as observing the relationship that exists 
between related constructs (Gable & Wolf). Given that the STL scale is a 
measuring instrument related to psychology, factor analysis can be used to 
assess the relative strengths of the various psychological trait measures used. 
As a result, for identifying those primary factors measured by a series of tests, 
factor analysis is particularly important in determining the content validity of 
the STL instrument, while correlation analysis can be used to test the 
relationships that exist between the individual items and the developed scale.     
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The Development of the Suggestion in Teaching and Learning Scale 
 
Based upon the foregoing notions, it is reasonable to conclude that an 
observation checklist for determining the importance of suggestion in 
particular teaching and learning situations should include: reference to the 
type of suggestion used; identification of those factors of suggestion used in 
teaching and learning; student reactions; and teacher’s performance.  
 
A review of related literature studies on suggestion and suggestion in teaching 
and learning generated items and subscale categories in two ways. First, a 
number of studies existed which had generated various types of suggestion 
used in teaching and learning (Dhority, 1991; Lozanov, 1978; Prichard & 
Taylor, 1980; Schuster & Martin, 1980). Items were extracted from these 
previous studies and modified to suit a high school student group. Second, 
certain studies mentioned in the literature provided information that suggested 
subscales that items could be placed within. 
 
It should be appreciated that participants in most of the studies cited in the 
literature review were university students.  Because the needs, maturity levels 
and cultural backgrounds of university students differed greatly from those of 
high school students, it is highly probable that such differences would 
significantly influence the manifestation of suggestion in teaching and 
learning.  Consequently selected items were modified to reflect the needs, 
maturity level and various cultural backgrounds of high school students, 
leading to the development of the Suggestion in Teaching and Learning scale 
consisting of 44 items in 10 theory driven subscales that is detailed in 
Appendix C 
 
Application and Investigation of the Scale of Suggestion 
in Teaching and Learning (STL) 
 
The Scale of Suggestion in Teaching and Learning (STL) that was developed 
from literature sources was then applied in a number of classrooms in China 
and Australia. The intention of this phase of the investigation was to (i) 
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provide data to allow the validity of the test items to be assessed (ii) to 
observe whether there was any significant difference in the ways in which 
suggestion is involved in classrooms in China and Australia.  
 
Selection of Schools 
 
For this exploratory study, a total of four secondary (high) schools from urban 
areas were chosen to represent both China and Australia, and were surveyed 
between November 1999 and June 2002. The two Chinese schools were 
located in the north-eastern and north-western areas of China1. These 
schools were two of the six schools described on page 73 in connection with 
phase one of this investigation. Because the results of phase one of the study 
showed little difference in responses from the six schools across the various 
regions of China, two were chosen at random as the site for application and 
investigation of the STL. The two chosen Australian schools, selected on a 
convenience basis, were located in the north-western and south-eastern 
suburbs of Melbourne, the capital city of the state of Victoria, with a population 
of approximately 4 million people.  The details of the four schools are given 
below. 
 
Sample School 1 (n= 75) 
 
This is a Chinese school located in a capital city in Northeast China that 
accepts students for Year 7 to Year 12. Students from Science classes in 
Years 7, 9 and 11 participated in this study. The main language spoken in the 
home was standard Chinese. Most of the students lived in the city and were 
from financially well-off families. Most of parents of these students were 
government officers, well-educated and from a reasonably high social class. 
                                                 
1
 In China, it is common to call secondary schools ‘high schools’. In Melbourne, secondary 
schools are called as secondary colleges or schools. In this thesis, the term ‘school’ will be 
used to refer to the surveyed institutions, and should not be confused with tertiary schools or 
colleges.   
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All students admitted to the school had been selected from primary schools 
throughout the city through a provincial entrance examination.  
 
The school is a provincial key high school, and consists of two campuses. The 
city campus (Years 7 to 11) was in the provincial capital city and the 
countryside campus (Year 12) which is a closed campus, is located in a 
nearby county. The data were collected from students in the city campus.   
The school population was 4800 students at the time of the data collection. 
 
Sample School 2 (n=135) 
 
This is a high school located in a small city in north-western China in a 
developing area. The school accepts Years 7 to 12, although for this study, 
only students in Years 7, 9 and 11 Science classes were asked to participate.  
The main language spoken in the home was Chinese with a local accent. The 
students attending the school were from all social class backgrounds, and the 
occupations of the parents ranged from governmental officers to those in the 
working class. None of students’ parents were unemployed. Most of the 
students attending the school also lived in the local neighbourhood. The 
school is a key high school in the city, and at the time of the survey had a 
school population of 4200 students.  
 
Sample School 3 (n=81) 
 
Sample school 3 was an Australian school located in a northwestern suburb 
of Melbourne. Whilst the college accepted students from Years 7 to 12, for 
this study, Science students in Years 7, 9 and 11 participated. The main 
language spoken in the home was English. Most of the students attending the 
school were from a middle class background where the unemployment rate of 
students’ parents was low. Most of students attending the school also lived in 
the local neighbourhood, and at the time of the survey, the school population: 
was 1100 students. 
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Sample School 4 (n=58) 
 
This was a private boarding school located in the southeastern suburbs of 
Melbourne. The school accepted students for Years 7 to 12 and took day 
students as well as boarders. Students in Years 7, 9 and 11 participated in the 
study.  The main language spoken in the home was English and the 
unemployment rate of students’ parent was low.  It is a church school, and 
had a school population of 550 students. 
 
The class groups from each school in China and Australia were randomly 
selected to participate in the study. One class at each year 7 was selected 
from schools 1, 2 and 4 in 2000. One class at each year 11 was selected from 
school 1, 2, 3 and 4 in 2000.  Four classes at each year 9 were selected from 
school 2 and 3 in 2001. One class at each Year 9 from school 1 and 4 was 
selected in 2000.  
 
Year Levels 
 
The total number of students participating in the scale development (schools 1 
to 4) was n= 344, and were organized into the following class groups: 
            Year 7   = 3 classes (two from China, one from Australia) 
            Year 9   = 10 classes (five from China, five from Australia) 
            Year 11 = 4 classes (two from China, two from Australia) 
 
Test Administration 
 
In 2000, all instruments used for the purpose of validating the “Suggestion in 
Teaching & Learning” scale were administered to the participants at colleges 
or schools over the normal 40-50 minute class period (45 minute class period 
at Chinese schools) at the end of semester one, 2000. Because there were 
many participants absent from school these during these testing periods, 
there were a lot of missing data. Hence, at the first stage of data collection, 
the amount of data collected was not considered to be sufficient for scale 
development and sample comparison. 
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To resolve this problem in April, 2002, it was decided to administer additional 
tests at school 3 during the same time period. Participants who were absent 
on the day of test administration were excluded from the study, resulting in no 
missing data for this and subsequent “test” periods.  
 
Information Provided by the Teachers 
 
To provide further background information on the participants, the following 
Science grade scores, based on the following criteria, in both the Chinese and 
Australian high schools were obtained from the subject teachers: 
 
% score                             Letter score               Digital score (converted later) 
91-100                                       A+                                   4.5 
81-90                                         A                                      4 
71-80                                         B                                      3 
61-70                                         C                                      2  
51-60                                         D                                      1 
<50                                            E                                       0 
 
Letter grades were converted by the researcher to digits and were 
subsequently used in this study to represent academic grades in a Science 
subject to provide interval data and to allow for statistical analysis relating 
grade scores with all other collected data. 
 
The Suggestion in Teaching and Learning (STL) Scale 
 
Participants (students in Grades 7, 9 and 11) were asked to rate themselves 
on the extent that they used suggestion during classes, with regard to the 
following types of suggestion: 
Self-suggestion 
Metaphor 
Non-verbal indirect suggestion 
Spoken Suggestion 
Negative Suggestion 
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Intuitive Suggestion 
Direct Verbal Suggestion 
Calming Suggestion 
De-suggestion-Learning barriers: 
Logical-Rational barrier  
Intuition-Emotional barrier  
Moral-Ethical barrier 
 
All participants in China and Australia were asked to respond to the 
Suggestion in Teaching and Learning Scale using the following ratings for 
each of the 39 items: 
        Always        =  5 
         Mostly          =  4  
         Often            =  3   
         Sometimes   =  2 
         Rarely           =  1 
         Never            =  0 
 
Consequently, a score on the STL scale could range from 0 to 195. 
 
Scale/subscale Item Property Check 
 
For the scale development, an independent rater check was used to ensure 
that there was consistency and face validity in each item used to the presence 
of suggestion and each item in the subscale for relationship.  For this 
preliminary check, three raters were used; two were Chinese and one was 
Australian. 
 
The two Chinese raters were obtained from two universities in China.  The 
first rater, a professor and a renowned scholar on Aesthetic and Educational 
psychology, was a graduate with a Bachelor of Psychology from Beijing 
University in 1958 and was vice-president of the Chinese Aesthetic-
Educational Psychology Association. The second Chinese rater was a 
professional psychologist and professor at a Chinese Normal University, who 
had done research and teaching in educational psychology for over 38 years. 
The third rater was an Australian psychologist and researcher at a well-known 
university.  He had been conducting teaching and research on educational 
psychology for over 30 years. 
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In the course of the scale development, the above three scholars 
independently checked the properties of scale items for imputing suggestion 
and for adherence to subscale criteria.    This procedure was followed to 
ensure that the instrument adhered to the theory developed in the study and 
as informed by the literature covered in the literature review.  It was expected 
that further checks on resultant internal scale structure relationships would 
come from factor analysis of participant data. 
 
Observation Method 
 
Class observation aimed to check that what the observer saw in the 
classroom was reflected by student responses included in the STL scale.  
Observations were made between August and November, 2001.  Two high 
schools one each in China and Australia) were selected as observation 
samples, and three classes in Years 7, Years 9 and Years 11 were selected 
as sample classes for observation. Observations of classroom teaching by the 
investigator were recorded with the aid of an observation checklist based on 
observation lasted for 45 minutes in each class in China and Australia.  
Observation proceeded by checking or omitting each of the 11 checklist 
categories at 12 three minutes intervals.  A checkmark indicated that the 
respective type of suggestion had occurred in the classroom in the previous 
three-minute period.  If the type of suggestion occurred more than once it was 
not indicated.   
 
Repeat-reliability of observer. The observer in all cases was the 
researcher.  Prior to collection of data, the observer assessed his reliability in 
using the observation checklist by rating 20 minute videotapes of classroom 
lessons (one Chinese, two Australian, one normal class and one accelerated 
learning class) until repeat-reliability was consistently at or better than the 
r=0.95 level.   The observer's first language was Chinese and he spoke both 
English and Chinese at a level that enabled understanding at a competent 
level in all classrooms. 
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Observation Procedure 
 
Observation units lasted three minutes each. Every four units (12 minutes) 
were followed by a break of three minutes.  A 45-minute class was divided 
into twelve units to enable checking of how frequently suggestion and other 
factors were observed in class teaching.  For data gathering purposes, the 
first 45 minutes of class (12 observation periods) were used for observation.  
The maximum rate possible for each of the 31 items was 12 and the minimum 
was zero. 
 
The researcher sat at the rear of classrooms to observe classroom 
interaction.  During class the researcher completed the observation checklist 
(see Appendix I) for eight classrooms.  Classroom observations were made in 
six normal classes (three each from China and Australia) and two Australian 
accelerated learning classes.  
 
Class Observations in Australia  
 
Observation class 1. The first observations of an Australian class were 
made in a Year 11 Chemistry lesson in School 3. The topic was an 
experiment held in one of the school's specially designed Chemistry 
Laboratory classrooms. Attending the class were 25 students, consisting of 12 
girls and 13 boys. The Chemistry teacher was a young female teacher in her 
fifth year of teaching.  In this class, the teacher introduced two experiments to 
the students that were also well explained in their class textbook (James, 
Derbogosian, Bowen, Raphael, & Moloney, 1999).  
 
Observation class 2. The second observation in an Australian context 
was in a Year 9 science class at the same high school as in observation 1, 
and there were 25 students (12 girls and 13 boys). The Science teacher was 
a young female teacher in her eighth year of teaching, and during this 
observation period, the students conducted a science experiment. 
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Observation class 3. The third Australian observation was in a Year 7 
science class carried out at school 3. The science teacher was a young male in 
his second year of teaching, and 28 students (14 girls and 14 boys) 
participated in the class. 
 
 
The class textbook (Lofts & Evergreen, 1999), and the class topic were 
focussed upon an experiment in science. The teacher wrote students' 
instructions on the blackboard and waited for them to completely read the 
instructions. Subsequently, the students carried out the experiment following 
the teacher’s instructions whilst the teacher moved around the classroom to 
assist students to complete the experiment. 
 
Class Observations in China  
 
Observation class 4. The first observation of a Chinese class was 
made in a Year11 Chemistry class in the city campus of School 1 in 
northeastern China. The teacher was a young female in her third year of 
teaching, and there were 66 students in the classroom.  
 
 
Observation class 5.  The second Chinese observation was of a Year 9 
Physics class at the city campus in this same high school. The class content 
was a Physics experiment, and the teacher was a middle-aged male with over 
fifteen years experience. There were 65 students in the class. 
 
Observation class 6. The third observation of Chinese classroom 
teaching was in a Year 7 Science class at the city campus. The class was a 
Science subject (a Chemistry experiment).  The teacher was a young female in 
her fourth year of teaching and there were 67 students in the class.  
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Observation of Accelerated Learning Classrooms 
 
There were two observations made of the approaches taken in accelerated 
learning (AL) classes. The first was a French language class, and the second 
a German language class, and both were carried out at the Accelerated 
Language Learning Centre in a southern suburb of Melbourne. There were a 
total of 8 students in both classes. Most students were adults and included 
one high school student, two university students, four high school teachers 
and one clerical assistant. 
  
Observation class 7 (AL). The French language class at the 
Accelerated Language Learning Centre was conducted by a tutor who was a 
bilingual teacher, speaking both English and French.  The course was 
designed for beginners in learning French, and the aim of this course was to 
assist students to communicate at a basic level in French after the ten classes 
that were taught in an accelerated learning method. 
 
In the course of the French class, suggestion was used frequently. The 
teacher used French music as a classroom teaching background, and some 
pictures of French landmarks and posters with French language were 
displayed on wall in the classroom in order to create a learning atmosphere 
appropriate for the lesson. Photos and videos were also used during the 
teaching, and students were required to play games in order to practice 
speaking French to each other. In the middle of class, there was a break that 
involved relaxation activities. There were 5 students in this accelerated 
learning class. 
 
Observation class 8 (AL). The German language class was also 
observed at the Accelerated Language Learning Centre in Melbourne, and 
again the tutor was a bilingual teacher in English and German.  The course 
was designed as an introductory German language course, and aimed to 
assist students to reach a basic communicative ability in German after twelve 
classes taught according to accelerated learning principles. 
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In the course of teaching, suggestion was used frequently. Suggestion was 
overt in that the teacher continually remarked how well the students had 
retained last week's lesson, what fun they are about to have, and how easily 
they will learn that day’s lesson.  There were 3 students in this accelerated 
learning class. 
 
Observation Checklist  
 
The observation checklist consisted of four sections and 31 items (Appendix 
I). The items in the first section (12 items) were mainly generated from the 
literature review and were quite similar to STL scale items.  This section 
aimed to validate the STL scale by observation. The second section (six 
items) aimed to test factors of suggestion in classroom teaching. The third 
section (five items) aimed to explore students’ attitudes and reaction to 
teaching. The fourth section (eight items) aimed to uncover more of the 
teacher’s role in suggestion during teaching and learning. 
 
Statistical Procedures Used in Development and Analysis of the Scale 
 
The process used in developing the STL scale, model construction and 
assessing cultural differences between Australian and Chinese classrooms 
utilized the following procedures: 
 
• Inter-item correlation 
• Inter-subscale correlation 
• Factor analysis 
• Cronbach alpha reliability 
• Structural equation modelling (using AMOS) 
• Repeat reliability of observer 
• Student’s t-test of subscales between countries. 
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Model Development 
 
One central purpose of this study was to develop a model to explain the 
various relationships used in suggestion in teaching and learning, with 
learning style, stress, depression, science grades and country of origin of the 
students. For the purposes of developing a suitable model to meet these 
aims, the process began with an analysis of theory and relationships as found 
in the literature, and then moved to structural equation modelling as 
determined through use of Arbuckle’s (1997) AMOS modelling program and 
Byrne’s (2001) Structural Equation Modelling approach. 
 
A conceptual model was developed where the direction of causality was 
assumed from theory. Further development was achieved by conducting 
regression analysis to determine which of the measured variables loaded onto 
a particular construct. In this way, a structural model was proposed and tested 
using AMOS version 3.61 (Analysis of Moments of Structure) as developed by 
Arbuckle  (1997) and Byrne (2001), and its appropriateness or goodness of fit 
tested using a maximum likelihood estimate of Chi-square.  
 
The model was accepted as a fit for the theory it satisfied the following 
criteria:  
 
(i)  Chi square ( x² ):  degree of freedom ratio < 2 for a reasonable fit of a 
large model (Arbuckle, 1997). 
(ii) Critical ratio, CR > 2 and significant at  p < 0.05  (Arbuckle, 1997). 
(iii)  A comparative fit index (CFI) close to one  (Arbuckle, 1997). 
(iv)  Root mean square error of approximation (RMSEA) close to zero 
(Arbuckle, 1997). 
 
To assist in the interpretation of the model, path diagrams describing model 
development used the following conventions: 
 
(i)  Latent variables (constructs, not measured) were shown as an ellipse. 
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(ii) Measured variables that predict the latent variables were shown in a 
rectangle. 
(iii)  Error terms were in a circle and are associated with endogenous 
variable terms, both latent and measured. 
(iv)  Straight lines were used to show the direction of implied causality 
whilst curved lines represented covariance. 
 
The measured variables that were entered into the model were, first, those 
involved in suggestion in teaching and learning in terms of different types of: 
self-suggestion (SLS), metaphor (MT), indirect nonverbal suggestion (INS), 
spoken suggestion (SS), negative suggestion (NS), intuitive suggestion (IS), 
direct verbal suggestion (DVS), relaxation (RL), logical-rational barriers (LB), 
intuition-emotional barriers (EB) and moral-ethical barriers (MOB). Second, 
there was the facility for introducing variables associated with stress (ST), 
learning style (visual AV, auditory BA or kinaesthetic CK), depression (DEP), 
science grade scores, gender, and nationality (Australian or Chinese). 
 
Cross-cultural comparisons between countries were done in two ways: 
First, there was the use of Student’s t-test to determine whether there was a 
significant difference in scoring on each subscale between the students from 
each culture. Second, within the model, differences between countries were 
determined by variation in path coefficients.  Path coefficients that were held 
at zero reflected the strongest differences between countries with other 
differences in the strength of the path coefficient as indicated in the tables in 
the results section. 
 
In the next Chapter, the results obtained from the observations and 
completion of the questionnaires will be presented.   
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CHAPTER 5 
 
 
RESULTS – Part one  
 
Background 
 
The previous chapter indicated how the ‘Suggestion in Teaching and Learning 
Scale’ was constructed for this study, and how application of this scale to a 
limited number of classrooms in China and Australia was carried out. The 
results of these observations and measurements are now presented. 
 
Because of the large amount of data collected, the first part of the reporting of 
results focuses upon tests of reliability, inter-correlation of test items and 
difference tests between items and subscales.  As discussed in the previous 
chapter, the development of the STL scale in this study included the following 
procedures and methods: (i) a reliability test for all items and all subscales; (ii) 
an inter-correlation test for all items and all subscales; (iii) Student’s t-test for 
all items and all subscales, and (iv) a factor analysis for all items and all 
subscales. 
 
Reliability 
 
A reliability test was performed on the results obtained on all of the test items 
and subscales completed by both the Chinese and Australian participants. 
Table 8 summarizes the outcome of the Cronbach Alpha (α) reliability test for 
the Suggestion in Teaching and Learning scale by Subscale and Total. 
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Table 8 
Alpha (α) Reliability for the STL Scale for Chinese and Australian Participants.  
 
 
Subscale 
China 
(n=205) 
Australia 
(n=139) 
 
All participants (n=344) 
Self-suggestion .50 .63 .55 
Metaphor .66 .69 .69 
Unspoken Suggestn .52 .66 .54 
Spoken Suggestion .53 .40 .48 
Negative suggestion .50 .62 .65 
Intuition suggestion .52 .64 .56 
Direct Verbal Suggn .40 .50 .42 
Relaxation .55 .30 .49 
Intuition-Emotl barrier .07 .46 .22 
Rational-Logical barrier .14 .44 .21 
Moral-ethical barrier .17 .19 .06 
Total α .82 .85  
      Alpha (α) < .90 
 
The Cronbach alpha (α) internal reliability coefficient was calculated for each 
subscale and for the whole scale. The results, summarized in Table 8, show 
that whilst the scores of reliability by subscale for Australian participants were 
not high, for the total scale the reliability was acceptable (α=0.85).  This 
indicates that the subscales were reliable across the whole data collection, but 
are not reliable for each individual group. 
  
With the Chinese participants, the reliability test was fair (highest α=0.66) for 
the individual subscales but was high for the whole scale (α=.0.82). Groth-
Marnat (1990) suggests that a reliability of α=0.7 is adequate for research 
purposes, therefore for this study an α< 0.6 was used when considering 
subscales for rejection. Using this figure as a guide, the STL scale was found 
to be more reliable for Australian participants (α >0.6 on five subscales) than 
for Chinese participants (α >0.6 for one subscale). 
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The reliability alphas on all items for all participants were at an acceptable 
medium to high level (α=0.83), the alphas on the subscales for all participants 
was acceptable (α=0.74), demonstrating that the scale as a whole was a 
reliable instrument. 
 
For the next section, a number of inter-correlation tests were performed to test 
items and subscales. These inter-correlations are labelled separately for 
convenience.  
 
Inter-correlation of Items in the Subscales 
 
Marsh (1990) suggests that evidence for internal reliability comes from the 
inter-correlations between related items within subscales. For this study, the  
Inter-correlation test of all items in subscales in the Suggestion in Teaching 
and Learning scale included the following procedures: 
 
(i)  An Inter-correlation test of items in subscale for Chinese participants 
(ii) An Inter-correlation test of items in subscale for Australian participants 
(iii) An Inter-correlation test of items in subscale for all participants 
 
Inter-correlation of Items in Subscale for Chinese Participants 
 
The Inter-correlation test of all items in the various subscales for Chinese 
participants aims to test whether all the items in a subscale correlated 
significantly for the Chinese participants.  If they show a correlation, it is 
assumed that these items can be used reliably in the subscale and that the 
scale can be used reliably to test Chinese participants’ perceptions of 
suggestion as applied in teaching and learning in the classroom. The 
abbreviations used for this section have been defined earlier on page 112.  
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Inter-correlation of Items in Self-suggestion (SLS) Subscale for Chinese 
Participants (n=205) 
 
The subscale of SLS included six items (Q1, Q2, Q3, Q4, Q5 and Q6).   Table 
9 summarizes the results of inter-correlation of Items on this subscale for 
Chinese participants. 
 
Table 9 
Inter-correlation of SLS Subscale Items for Chinese Participants  
           
Item Q1 Q2 Q3 Q4 Q5 Q6 
Q1 1 .36** .30** .02 .18* .03 
Q2  1 .31** .11 .26** .08 
Q3   1 .11* .22** .06 
Q4    1 .013 .07 
Q5     1 .27** 
Q6      1 
SLS       
     **.  p < 0.01  (2 tailed) 
      *.   p < 0.05  (2 tailed) 
 
From the results in Table 9, Questions 1, 2, 3 and 5 correlated significantly at 
p < .05 level with most items within the subscale, whereas items 4 and 6 are 
weakly correlated with the other items in the subscale. 
 
Inter-correlation of Items in Metaphor Suggestion Subscale for Chinese 
Participants (n=205) 
 
The subscale of Metaphor Suggestion (MT) includes three items (Q 7, Q 8 
and Q 9). The results of inter-correlation test between these items in the 
subscale for all Chinese participants are summarized in Table 10. 
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Table 10   
Inter-correlation of Metaphor Suggestion (MT) Subscale Items for Chinese 
participants 
 
Items Q7 Q8 Q9 
Q7 1 .43** .33** 
Q8  1 .37** 
Q9   1 
        **.  p < 0.01 (2. tailed). 
 
From the results of Table 10, it can be seen that all items were correlated 
significantly with each other, suggesting that the subscale may be reliable. 
This is supported by the Cronbach  α=0.66  for this scale as reported in Table 
10.   
 
Inter-correlation of Items in the Indirect Nonverbal Suggestion (INS) Subscale 
for Chinese Participants (n=205) 
 
The subscale of Indirect Nonverbal Suggestion (INS) includes five items (Q10, 
Q11, Q12. Q13 and Q14). The results of inter-correlation between these items 
in the subscale for all Chinese participants are summarized in Table 11. 
 
Table 11      
Inter-correlation of Indirect Nonverbal Subscale Items in for Chinese 
Participants 
Items Q10 Q11 Q12 Q13 Q14 
Q10 1 .46** .15* .14* .02 
Q11  1 19** .23** .06 
Q12   1 .61** .05 
Q13    1 .06 
Q14     1 
INS      
     **.  p < 0.01  (2 tailed). 
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      *.   p < 0.05  (2 tailed). 
With the exception of Question 11, all items within this subscale are 
significantly correlated at the p < .05 level. 
 
Inter-correlation of items in Spoken Suggestion (SS) Subscale for Chinese 
Participants  (n=205) 
 
The subscale of Spoken Suggestion (SS) includes five items (Q 15, Q 16, 
Q17, Q18 and Q19). The results of inter-correlation test for items in the 
subscale for all Chinese participants are summarized in Table 12. 
 
Table 12    
Inter-correlation of SS Subscale Items for Chinese Participants 
Items Q15 Q16 Q17 Q18 Q19 
Q15 1 .23** .20** .12 .20** 
Q16  1 .12 .16* .32** 
Q17   1 .15* .24** 
Q18    1 .16** 
Q19     1 
       **.  p < 0.01  (2 tailed). 
        *.   p < 0.05  (2 tailed). 
 
From Table 12 it is clear that 80% of all SS subscale items are significantly 
correlated (p < .05) with each other except for Q15-Q18 and Q16-Q17.   
 
 
Inter-correlation of items in Negative Suggestion (NS) Subscale for Chinese 
Participants   (n=205) 
 
The subscale of Negative Suggestion (NS) includes five items (Q 20, Q 21, 
Q22, Q23 and Q24). The results of inter-correlation Test of items in the 
subscale for all Chinese participants are summarized in Table 13. 
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Table 13       
Inter-correlation of NS Subscale Items for Chinese Participants 
Items   Q20 Q21 Q22 Q23 Q24 
Q20 1 .29** .23** .01 .28** 
Q21  1 .25** .104 .24** 
Q22   1 .11 .28** 
Q23    1 .02 
Q24     1 
     **.  p < 0.01  (2 tailed). 
 
The results in the Table 13 above indicate that all items for Chinese 
participants are significantly correlated with each other (p < .01) except Q23, 
suggesting that Q23 may not relate to the subscale. 
 
Inter-correlation of Items in Intuitive Suggestion (IS) Subscale for Chinese 
Participants  (n=205) 
 
The subscale of Intuitive Suggestion (IS) includes three items (Q 25, Q 26 and 
Q27). The results of inter-correlation Test of items in the subscale for all 
Chinese participants  are summarized in Table 14. 
 
Table 14      
Inter-correlation IS Subscale Items for Chinese Participants 
             
Items Q25 Q26 Q27 
Q25 1 .44** .22** 
Q26  1 .13 
Q27   1 
     **.  p < 0.01  (2 tailed). 
 
All items are significantly correlated each other (at the p < .01 level) except 
Q26: “I feel pretty confident when I have a good hunch about something” with 
Q27:  ”I often instinctively feel it when there is a problem with my work.” 
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Inter-correlation of Items in Direct Verbal Suggestion (DVS) Subscale for 
Chinese Participants (n =205) 
 
The subscale of Direct Verbal Suggestion (DVS) includes three items (Q28, 
Q29 and Q 30). The results of inter-correlation test of all items in the subscale 
for Chinese participants are summarized in Table 15. 
   
Table 15 
Inter-correlation of DVS Subscale Items for Chinese Participants 
 
Items Q28 Q29 Q30 
Q28 1 .14 .04 
Q29  1 .39** 
Q30   1 
          **.  p < 0.01  (2 tailed). 
       
From the results of Table 15, item Q28 provides the least evidence for 
reliability since it is only weakly correlated with the other two items (Q29 and 
Q30). 
 
Inter-correlation of Items in Relaxation (RL) Subscale for Chinese Participants   
(n=205) 
 
The subscale of Relaxation (RL) includes three items (Q31, Q32 and Q 33). 
The results of inter-correlation test of all items in the subscale for Chinese 
participants is summarized in Table 16. 
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Table 16 
Inter-correlation of RL Subscale Items for Chinese participants 
            
Items Q31 Q32 Q33 
Q31 1 .13 .16* 
Q32  1 .56** 
Q33   1 
             **.  p < 0.01  (2 tailed). 
              *.   p < 0.05  (2 tailed). 
 
From above results in Table 16, items Q32 and Q33 are strongly correlated at 
the p < .01 level, whilst items Q31 and Q33 were only weakly correlated at the 
p < .05 level. 
 
Inter-correlation of Items in Logical-Rational Barrier (LB) Subscale for Chinese 
Participants (n=205) 
 
The subscale of Logical-Rational Barrier (LB) includes only two items (Q34 
and Q 35). The results of inter-correlation test of these items in the subscale 
for Chinese participants is summarized in Table 17. 
 
Table 17 
Inter-correlation of LB Subscale Items for Chinese Participants            
Items Q34 Q35 
Q34 1 .04 ns 
Q35  1 
 
ns
   non significant 
 
From the results of inter-correlation the items (Q34 and Q35) in the subscale 
for Chinese participants are not significantly correlated with each other at the 
p < .05 level, suggesting that this subscale may be unreliable for Chinese 
students. 
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Inter-correlation of Items in Emotional-Intuition Barrier (EB) Subscale for 
Chinese Participants   (n=205) 
 
The subscale of Intuition-Emotional  Barrier (EB) includes two items (Q36 and 
Q 37). The results of inter-correlation test of items in the subscale for Chinese 
participants are summarized in Table 18. 
  
Table 18      
Inter-correlation of EB Subscale Items for Chinese Participants 
 
Items Q36 Q37 
Q36 1 .06 ns 
Q37  1 
                   
ns
   non significant  
 
From the results of inter-correlation, the items in the subscale for Chinese 
participants are not significantly correlated with each other at the p <.05 level. 
 
Inter-correlation of Items in Moral-Ethic Barrier (MOB) Subscale for Chinese 
Participants  (n=205)  
 
The subscale of Moral-Ethical Barrier (MOB) includes two items (Q38 and Q 
39). The results of inter-correlation test of items in the subscale for Chinese 
participants are summarized in Table 19. 
     
Table 19 
Inter-correlation of Moral Ethical Barrier Subscale Items for Chinese 
Participants 
 
Items Q38 Q39 
Q38 1 .10 ns 
Q39  1 
 
ns
   non significant 
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From the results of inter-correlation between the items in the subscale, it can 
be seen that the items are not significantly correlated at the p < .05 level. 
 
Inter-correlation of Items in Subscales for Australian Participants 
 
The inter-correlation of items in each subscale for Australian students was 
performed to determine whether the items in the subscales of the “Suggestion 
in Teaching and Learning”  scale is  reliable for Australian students. 
 
Inter-correlation of Items in Self-suggestion (SLS) Subscale for Australian 
Participants  (n=139) 
 
The subscale Self-suggestion (SLS) includes six items (Q1, Q2, Q3, Q4, Q5 
and Q 6). The results of inter-correlation between the items in the subscale for 
Australian participants are summarized in Table 20. 
 
Table 20 
Inter-correlation of SLS Subscale Items in for Australian Participants 
 
 Q1 Q2 Q3 Q4 Q5 Q6 
Q1 1 .46** .51** .22* .26** .18* 
Q2  1 .40** .14 .22** .22* 
Q3   1 .17* .38** .03 
Q4    1 .21* .05 
Q5     1 .108 
Q6      1 
       **.  p < 0.01  (2 tailed). 
       *.   p < 0.05  (2 tailed). 
 
From the results of inter-correlation of items in the Table 20, all items in the 
subscale for Australian participants are significantly correlated at the p <.05 
level except Q2 with Q4, Q 6 with Q3, Q4 and Q5. As with the corresponding 
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results for Chinese students, Q4 and Q6 provide the least evidence of 
reliability for this subscale. 
 
Inter-correlation of Items in Metaphor (MT) Subscale for Australian 
Participants   (n=139) 
 
The subscale of Metaphor suggestion (MT) includes three items (Q7, Q8 and 
Q 9). The results of inter-correlation test between items in the subscale for 
Australian participants are summarized in Table 21. 
 
Table 21 
Inter-correlation of MT Subscale Items for Australian Participants 
 
 Q7 Q8 Q9 
Q7 1 .53** .31** 
Q8  1 .44** 
Q9   1 
       **  Correlation is significant at the 0.01 level (2 tailed). 
 
From the results of inter-correlation of items in the Metaphor subscale for 
Australian participants, it can be seen that all items in the Metaphor subscale 
are significantly correlated at the p < .05 level. This result, coupled with the 
observed Cronbach α = 0.69 suggest a satisfactory level of reliability of the 
metaphor subscale for Australian students. 
 
Inter-correlation of Items in Indirect Verbal Suggestion (INS) Subscale for 
Australian Participants (n=139) 
 
The subscale of Indirect Nonverbal suggestion (INS) includes five items (Q10, 
Q11, Q12, Q13 and Q 14). The results of the inter-correlation test between 
items in this subscale for Australian participants are summarized in Table 22. 
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Table 22 
Inter-correlation of INS Subscale Items for Australian Participants 
 
 Q10 Q11 Q12 Q13 Q14 
Q10 1 .52** .23** .39** .08 
Q11  1 31** .37** .17 
Q12   1 .53** .09 
Q13    1 .10 
Q14     1 
       **  Correlation is significant at the 0.01 level (2 tailed). 
 
The results of the inter-correlation test for this subscale for Australian 
participants indicates that all items in this subscale were significantly 
correlated at the p < .05 level, except for the correlation of Q14 with all other 
items. It seems that Q14 is not related with the other items in the subscale, 
and it may be logically removed from the subscale. Item Q14 was also weakly 
correlated with the other items for Chinese participants. 
  
Inter-correlation of Items in Spoken Suggestion (SS) Subscale for Australian 
Participants   (n=139) 
 
The subscale of Spoken suggestion (SS) includes five items (Q15, Q16, Q17, 
Q18 and Q 19). The results of inter-correlation between items in this subscale 
for Australian participants are summarized in Table 23. 
   
Table 23 
Inter-correlation of SS Subscale Items for Australian Participants 
  Items Q15 Q16 Q17 Q18 Q19 
Q15 1 .36** .10 .103 .26** 
Q16  1 .02 .05 .15 
Q17   1 .00 .14 
Q18    1 .15 
Q19     1 
          **  p < 0.01 (2 tailed). 
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With the exception of Q15 with Q16 and Q19, all items in this subscale were 
not significantly correlated with each other and therefore, it is suggested that 
this subscale has poor reliability when used with Australian participants.   
 
Inter-correlation of items in Negative Suggestion (NS) Subscale for Australian 
Participants   (n=139) 
 
The subscale of Negative suggestion (NS) includes five items (Q20, Q21, 
Q22, Q23 and Q 24). The results of inter-correlation between these items in 
the subscale for Australian participants are summarized in Table 24. 
 
Table 24 
Inter-correlation of NS Subscale Items for Australian Participants 
 
items Q20 Q21 Q22 Q23 Q24 
Q20 1 .45** .44** .023 .40** 
Q21  1 .42** .068 .32** 
Q22   1 .039 .32** 
Q23    1 .22** 
Q24     1 
        **  Correlation is significant at the 0.01 level (2 tailed). 
 
All items in the Negative Suggestion subscale for Australian participants were 
significantly correlated at the p <.05 level, except for Q23 which was weakly 
correlated with all other items. This scale had a calculated Cronbach α = 0.62 
and coupled with the results above, this suggests that this scale has 
significant reliability for Australian participants.  
 
Inter-correlation of Items in Intuitive Suggestion (IS) Subscale for Australian 
Participants   (n=139) 
 
The subscale of Intuitive Suggestion (IS) includes three items (Q25, Q26 and 
Q 27). The results of inter-correlation between the items in the subscale for 
Australian participants are summarized in Table 25. 
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Table 25     
Inter-correlation of IS Subscale Items for Australian Participants 
 
Items Q25 Q26 Q27 
Q25 1 .34** .30** 
Q26  1 .49** 
Q27   1 
              **.  p < 0.01  (2 tailed). 
 
All items in the Intuitive Suggestion subscale for Australian participants were 
significantly correlated at the p < .05 level. Coupled with the calculated 
Cronbach α = 0.64 for this scale, a significant level of reliability is suggested 
for this subscale. 
 
Inter-correlation of Items in Direct Verbal Suggestion (DVS) Subscale for 
Australian Participants   (n=139) 
 
The subscale of Direct Verbal Suggestion includes three items (Q28, Q29 and 
Q30). The results of inter-correlation between the items in this subscale for all 
Australian participants are summarized in Table 26. 
    
Table 26 
Inter-correlation of DVS Subscale Items for Australian Participants 
           
items Q28 Q29 Q30 
Q28 1 .22** .12 
Q29  1 .45** 
Q30   1 
            **.  p < 0.01  (2 tailed). 
        *.   p < 0.05  (2 tailed). 
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From the results in the Table 26, it appears that all items in Direct Verbal 
Suggestion subscale are significantly correlated at the p <.05 level, except  for 
item Q28 with Q30 .  
 
Inter-correlation of Items in Relaxation (RL) Subscale for Australian 
Participants   (n=139) 
 
The subscale of Relaxation (RL) includes three items (Q31, Q32 and Q 33). 
The results of inter-correlation between items in the subscale for Australian 
participants are summarized in Table 27. 
       
Table 27 
Inter-correlation of RL Subscale Items in for Australian Participants 
 
Items Q31 Q32 Q33 
Q31 1 .005 .22** 
Q32  1 .18* 
Q33   1 
       **.  p < 0.01  (2 tailed). 
       *.   p < 0.05  (2 tailed). 
 
 
Items Q31 and Q33 were significantly correlated at the p <.01 level and items 
Q32 and Q33 were correlated at the p < .05 level. Given the low level of 
correlation, this subscale has low level of reliability which is supported by the 
calculated Cronbach alpha value of α = 0.3. 
     
Inter-correlation of Items in Logical-Rational Barrier (LB) Subscale for 
Australian Participants   (n=139) 
 
The subscale of Logical-Rational Barrier (LB) includes two items (Q34 and Q 
35). The results of inter-correlation between items in the subscale for 
Australian participants are summarized in Table 28. 
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Table 28 
Inter-correlation LB Subscale of Items for Australian Participants 
 Q34 Q35 
Q34 1 .30** 
Q35  1 
LB   
         **  p < 0.01 (2 tailed). 
 
The inter-correlation between each item of the Logical-rational barrier 
subscale for Australian participants was significant at the p <.05 level.    
  
Inter-correlation of Items in Emotional. Intuitive Barrier (EB) Subscale for 
Australian Participants (n=139) 
 
The subscale of Emotional-Intuition Barrier (EB) includes two items (Q36 and 
Q37). The results of inter-correlation between the items in the subscale for 
Australian participants are summarized in Table 29. 
 
   
Table 29   
Inter-correlation of EB Subscale Items for Australian Participants 
 
Items Q36 Q37 
Q36 1 28** 
Q37  1 
EB   
     **  Correlation is significant at the 0.01 level (2 tailed). 
 
The results in Table 29 indicate that the two items in the Emotional-Intuition 
barrier subscale are significantly correlated at the p < .05 level. 
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Inter-correlation of Items in Moral-Ethic Barrier (MOB) Subscale for Australian 
Participants    (n=139) 
 
The subscale for the Moral-Ethic Barrier (MOB) includes two items (Q38 and 
Q 39). The results of inter-correlation between these items in the subscale for 
Australian participants are summarized in Table 30. 
 
Table 30 
Inter-correlation of MOB Subscale Items for Australian Participants 
 
Items Q38 Q39 
Q38 1 .104 
Q39  1 
Mob   
          **  Correlation is significant at the 0.01 level (2 tailed). 
 
From the results of item inter-correlation between Q38 and Q39 for Australian 
participants in the Moral-Ethic Barrier subscale, it appears that the items were 
not significantly correlated at the p < .05 level.    
 
Inter-correlation of Items in Subscales for All Participants 
 
This section tested whether all items in each subscale and totals for the STL 
scale for all participants were correlated, in order to give a measure of 
reliability for the scale.    
 
Inter-correlations of Items in the Self-suggestion (SLS) Subscale for All 
Participants (n=344)  
 
The subscale Self-suggestion (SLS) includes six items (Q1, Q2, Q3, Q4, Q5 
and Q6). The results of inter-correlation between items in the subscale for all 
participants are summarized in Table 31. 
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Table 31 
Inter-Correlations of Items In The Self-Suggestion Subscale for All 
Participants (n=344) 
 
 Q1 Q2 Q3 Q4 Q5 Q6 
Q1 1 .39** .37** .08 .203** .08 
Q2  1 .34** .12* .23** .14* 
Q3   1 .12* .29** .05 
Q4    1 .05 .06 
Q5     1 .21** 
Q6      1 
     **  Correlation is significant at the 0.01 level (2 tailed). 
      *  Correlation is significant at the 0.05 level (2 tailed). 
 
All items in subscale of Self-suggestion for all participants are significantly 
correlated at the p < .05 except for: item Q1 with item Q 4, Q 5 and Q 6; Item 
Q5 with Q4; and Item Q6 with Q 3, Q 4. 
 
Inter-correlations of items in the Metaphor (MT) subscale for all 
participants(n=344)  
 
The subscale of Metaphor (MT) includes three items (Q 7, Q 8 and Q9). The 
results of inter-correlation  between the items in the subscale for all 
participants are  summarized in Table 32. 
 
Table 32 
Inter-correlations of Metaphor Subscale Items for All Participants (n=344) 
 
Items Q7 Q8 Q9 
Q7 1 .50** .35** 
Q8  1 .42** 
Q9   1 
       **.  p < 0.01  (2 tailed). 
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From the results in Table 32 it is clear that all items in the subscale Metaphor  
for all participants are significantly correlated at the p < .05 level .   
 
Inter-correlation of Items in the Indirect Nonverbal Suggestion (INS) Subscale 
for All Participants (n=344)  
 
The subscale of Indirect Nonverbal Suggestion (INS) includes five items (Q10, 
Q11, Q12, Q13 and Q14). The results of inter-correlation between the items in 
the subscale for all participants are summarized in Table 33.  
  
Table 33 
Inter-correlation of Indirect Nonverbal Suggestion Subscale Items for All 
Participants  (n=344) 
      
Items Q10 Q11 Q12 Q13 Q14 
Q10 1 .54** .103 .22** .052 
Q11  1 18** .27** .027 
Q12   1 .56** .098 
Q13    1 .07 
Q14     1 
       **.  p < 0.01  (2 tailed). 
 
All items in the subscale of the Indirect Nonverbal Suggestion for all 
participants are significantly correlated at the p < .01 level except for item Q12 
with item Q10.  It seems that Item Q14 is not significantly correlated with any 
other item, and may be removed from the scale.   
 
Inter-correlation of Items in the Subscale of Spoken Suggestion (SS) for All 
Participants (n=344) 
 
The subscale of Spoken Suggestion (SS) includes five items (Q15, Q16, Q17, 
Q18 and Q19). The results of inter-correlation between the items in the 
subscale for all participants are summarized in Table 34. 
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Table 34 
Inter-correlation of Spoken Suggestion Subscale Items for All Participants 
(n=344) 
Items Q15 Q16 Q17 Q18 Q19 
Q15 1 .27** .21** .06 .22** 
Q16  1 .08 .11* .25** 
Q17   1 .05 .20** 
Q18    1 .15** 
Q19     1 
          **  Correlation is significant at the 0.01 level (2 tailed). 
          *   Correlation is significant at the 0.05 level (2 tailed). 
 
In Table 34, all items in subscale of Spoken Suggestion for all participants are 
significantly correlated at the p < .01 level, except for item Q17 with items Q18 
and Q16.     
 
Inter-correlation of All Items in the Negative Suggestion (NS) Subscale for All 
Participants (n=344) 
 
The subscale of the Negative Suggestion (NS) includes five items (Q20, Q 21, 
Q22, Q23 and Q24). The results of inter-correlation between the items in the 
subscale for all participants are summarized in Table 35. 
 
Table 35 
Inter-correlation of Negative Suggestion Subscale Items for All Participants 
(n=344) 
Item
s 
Q20 Q21 Q22 Q23 Q24 
Q20 1 .36** .31** .007 .33** 
Q21  1 .33** .019 .28** 
Q22   1 .086 .32** 
Q23    1 .07 
Q24     1 
               **.  p < 0.01  (2 tailed). 
 139 
Based on the results of inter-correlation, all items in subscale of Negative 
suggestion for all participants are significantly correlated at the p < .05 level 
except for item Q23 with items Q20, Q21, Q22, and item Q24 with Q23. It 
appears that item Q32 could be deleted from this subscale. 
 
Inter-correlation of Items in the Intuitive Suggestion (IS) Subscale for All 
Participants (n=344) 
 
The subscale of Intuition Suggestion (IS) includes three items (Q25, Q26 and 
Q27). The results of inter-correlation between the items in the subscale for all 
participants and totals are summarized in Table 36. 
 
Table 36 
Inter-correlation of Intuitive Suggestion Subscale Items for All Participants 
(n=344) 
        
Items Q25 Q26 Q27 
Q25 1 .40** .25** 
Q26  1 .26** 
Q27   1 
       **.  p < 0.01  (2 tailed). 
 
All items in the subscale of Intuitive suggestion for all participants are 
significantly correlated at the p < .05 level.   
 
Inter-correlation of All Items in the Direct Verbal Suggestion (DVS) Subscale 
for All Participants (n=344) 
 
The subscale of Direct Verbal Suggestion includes three items (Q28, Q29 and 
Q30). The results of inter-correlation between the items in the subscale for all 
participants are summarized in Table 37. 
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Table 37       
Inter-correlation of Direct Verbal Suggestion Subscale Items for All 
Participants (n=344) 
 
items Q28 Q29 Q30 
Q28 1 .17** .053 
Q29  1 .39** 
Q30   1 
       **.  p < 0.01  (2 tailed). 
 
All items in the subscale for Direct Verbal Suggestion (DVS) are significantly 
correlated at the p < .05 level except for item Q30 with item Q28. 
 
Inter-correlation-Relaxation (RL)  Subscale for All Participants (n=344) 
 
The subscale for Relaxation (RL) includes three items (Q 31, Q 32 and Q33). 
The results of inter-correlation between these items in the subscale for all 
participants are summarized in Table 38. 
 
Table 38    
Inter-correlation of Relaxation Subscale Items For All Participants (n=344) 
          
Items Q31 Q32 Q33 
Q31 1 .087 .19** 
Q32  1 .44** 
Q33   1 
       **.  p < 0.01  (2 tailed). 
 
From the results given in Table 40, it appears that all items in subscale of 
Relaxation are significantly correlated at the p < .05 level except for item Q31 
with item Q32. 
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Inter-correlation of Items in Logical-Rational Barrier (LB) Subscale for All 
Participants (n=344)  
 
The subscale of Logical-Rational Barrier (LB) includes two items (Q 34 and 
Q35). The results of inter-correlation between the items in the subscale for all 
participants are summarized in Table 39. 
 
Table 39 
Inter-correlation Logical-Rational Barrier Subscale Items for All Participants 
(n=344) 
 
Items Q34 Q35 LB 
Q34 1 .12* .72** 
Q35  1 .78** 
       **.  p < 0.01  (2 tailed). 
       *.   p < 0.05  (2 tailed). 
 
All items in the subscale of the Logical-Rational Barrier for all participants are 
significantly correlated at the p < .05 level. 
 
Inter-correlation – Emotional-Intuition Barrier  (EB) Subscale for All 
Participants (n=344)    
 
The subscale of Emotional-Intuition Barrier (EB) includes two items (Q36 and 
Q37). The results of inter-correlation between the items in the subscale for all 
participants are summarized in Table 40. 
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Table 40 
Inter-correlation of Emotional-Intuition Barrier Subscale Items for All 
Participants (n=344) 
 
Items Q36 Q37 EB 
Q36 1 .11* .76** 
Q37  1 .73** 
       **.  p < 0.01  (2 tailed). 
       *.   p < 0.05  (2 tailed). 
 
All items in the subscale of the Emotional-Intuition Barrier  (EB) for all 
participants in Table 40 are significantly correlated at the p < .05 level. 
 
Inter-correlation – Moral-Ethic Barrier (MOB) Subscale for All Participants 
(n=344) 
 
 The subscale of the Moral-Ethical Barrier (MOB) includes two items (Q 38 
and Q39). The results of inter-correlation between the items in the subscale 
for all participants are summarized in Table 41. 
 
Table 41 
Inter-correlation of Moral-Ethical Barrier Subscale Items for All Participants 
(n=344) 
Items Q38 Q39 
Q38 1 .03 ns 
Q39  1 
              ns  non significant 
 
From the results shown in Table 41, the two items in the MOB subscale are 
not significantly correlated at p<.05 level.    
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Inter-correlation Test for All Subscales in “Suggestion in Teaching and 
Learning“ Scale for All Participants 
 
There are 11 subscales in the “Suggestion in Teaching and Learning” Scale, 
and the results of inter-correlation for all these subscales are summarized in   
Table 42. 
 
Table 42    
Correlation Test for All Subscales in Suggestion in the Teaching And Learning 
Scale.     
 
 SLS MT INS SS NS IS DVS RL LB EB MOB 
SLS 1 .21* .27** .36** .17** .30** .50** .29** .16** .07 .15* 
MT  1 .30** .34** .20** .23** .21** .05** .16** .02 .15* 
INS   1 .47** .41** .35** .30** .16** .20** .16** .15* 
SS    1 .39** .37** .37** .06 .19** .14* .16* 
NS     1 .31** .16** .08 .30** .18** .23* 
IS      1 .25** .05 .20** .01 .23* 
DVS 
      1 .21** .22** .01 .12* 
RL        1 .21** .02 .01 
LB         1 .27** .32* 
EB          1 .14* 
MOB 
          1 
       **.  p < 0.01  (2 tailed). 
       *.   p < 0.05  (2 tailed). 
 
From the results given in Table 42, it appears that there are significant 
correlations between a number of subscales in the Suggestion in Teaching 
and Learning Scale at the p < .05 level. The exceptions are as follows:  
 
• Emotional Barrier (EB) with Metaphor (MT), Intuitive Suggestion (IS), 
Direct Verbal Suggestion (DVS) and Relaxation (RL) 
• Moral Barrier (MB) with Relaxation (RL). 
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• Relaxation (RL) with Metaphor (MT), Negative Suggestion (NS), Spoken   
Suggestion (SS), Emotional Barrier (EB) and Moral Barrier (MB). 
• Intuitive Suggestion (IS) with Emotional Barrier (EB) and Logical Barrier 
(LB).  
 
Summary for item and subscale correlations 
 
There were a considerable number of items on the Suggestion in Teaching 
and Learning Scale that were correlated at the p < .05 level. It has been taken 
that these items form the basis for a reliable measuring scale for this project. 
In some cases, items have been chosen for deletion because of poor 
correlation with other items, an action that, it is suggested, may improve the 
reliability of the subscale.  
 
There were a large number of subscales that were significantly correlated. 
Because of the wide range of items selected to make up the STL scale, it was 
expected that some subscales would not be logically related, which is the 
basis for some of the poor correlations between some of the subscales. 
  
Cultural Differences 
 
There was an attempt to determine if there was a significant difference in 
mean scores between Chinese and Australian students on all items and 
subscales in the Suggestion in Teaching and Learning Scale. For this 
investigation, a ‘difference in means’ on each item in the STL scale between 
Australian students and Chinese students was performed to determine if the 
same meaning had been attributed to the items by all students. 
 
It is assumed here that a significant difference in mean values will be 
suggestive of a difference in thinking or weighting about that item based upon 
some cultural factor. A result of ‘no significant difference’ will be taken to 
suggest that both Australian and Chinese students have a similar belief on 
that item.  As a benchmark for this investigation, a value of p <0.002 has been 
taken to indicate a ‘very significant’ difference. In Table 42, a negative value 
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for “t “ means that the Australian scores are higher than the Chinese scores, 
whilst a positive value for “t” implies the opposite result. In carrying out this 
analysis, Student’s t-test was performed on Australian and Chinese test items 
and subscales. In addition, a factor analysis was applied to all participants 
over the test items and subscales. 
 
Student’s t-test on All Items in the Suggestion in Teaching and Learning Scale 
 
A standard difference test was carried out on the mean scores on each item 
between Australian and Chinese students to determine whether there was a 
significant difference in response for those items. This investigation lies at the 
heart of the overall project, since the research has been designed to test 
whether there is a difference in perception and application regarding the role 
of suggestion in teaching and learning between the two countries. Standard 
difference test results are shown in Table 43. 
  
Table 43 
Mean Differences in Suggestion in Teaching and Learning Scale Item Scores 
by Australian and Chinese Students  
Chinese 
(n=205) 
Australian 
(n=139) 
 
Questions 
 Mean SD. Mean SD. 
 
  t 
 
significance 
(2 tailed) 
1 3.49 1.17 3.25 .91 .36 .72 
2 3.58 1.11 3.53 1.10 .42 .68 
3 3.89 1.18 4.16 1.06 2.19 .03 
4 2.52 1.51 2.37 1.41 .93 .35 
5 2.76 1.31 3.54 1.04 5.91 .00 
6 3.39 1.21 3.40 1.15 .10 .92 
7 4.12 1.20 3.48 1.27 4.75 .00 
8 3.89 1.24 3.47 1.30 3.02 .00 
9 4.03 1.18 3.62 1.35 3.05 .00 
10 2.81 1.58 3.99 1.38 7.2 .00 
11 2.15 1.62 3.19 1.65 5.78 .00 
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12 3.72 1.29 3.25 1.42 3.20 .00 
13 3.42 1.53 3.45 1.34 .14 .89 
14 2.95 1.51 2.36 1.47 3.57 .00 
15 2.48 1.6 3.25 1.35 4.68 .00 
16 3.59 1.31 3.68 1.02 .65 .52 
17 2.49 1.93 3.35 1.72 4.19 .00 
18 3.73 1.41 3.19 1.33 3.58 .00 
19 3.00 1.48 3.02 1.55 .16 .87 
20 3.30 1.51 3.39 1.52 .518 .61 
21 2.12 1.40 2.41 1.49 1.83 .07 
22 2.27 1.66 2.81 1.56 3.06 .00 
23 3.15 1.22 3.00 1.43 1.05 .29 
24 1.90 1.60 2.51 1.56 3.50 .00 
25 2.91 1.51 2.88 1.40 .18 .85 
26 3.69 1.28 3.60 1.13 .711 .48 
27 3.06 1.39 3.28 1.31 1.49 .14 
28 2.94 1.54 2.76 1.42 1.103 .27 
29 3.37 1.40 3.25 1.12 .89 .38 
30 3.20 1.44 3.77 1.15 3.93 .00 
31 2.61 1.33 2.77 1.24 1.10 .27 
32 1.08 1.41 1.62 1.45 3.46 .00 
33 1.66 1.40 2.20 1.21 3.69 .00 
34 3.16 1.38 3.21 1.10 3.41 .73 
35 2.43 1.47 2.27 1.35 1.03 .31 
36 3.11 1.28 3.36 1.34 1.76 .08 
37 .82 1.12 1.42 1.32 4.54 .00 
38 3.61 1.20 2.43 1.28 8.67 .00 
39 2.24 1.63 3.12 1.36 5.20 .00 
 
For this investigation, a value of <.002 is taken to be very significant.    
As indicated previously, the 39 items that have been compared for Australian 
and Chinese students fall into a number of subscales. For convenience in this 
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discussion, the relation between the subscales and the items are repeated 
here: 
Subscale     Items 
 
Self-suggestion (SLS)   Q1, 2, 3, 4, 5, 6 
Metaphor (MT)    Q7, 8, 9 
Indirect nonverbal suggestion (INS) Q10, 11, 12,13, 14 
Spoken suggestion (SS)   Q15, 16, 17, 18, 19 
Negative suggestion (NS)   Q20, 21, 22, 23, 24  
Intuitive suggestion (IS)   Q25, 26, 27 
Direct verbal suggestion (DVS)  Q28, 29, 30 
Relaxation (RL)    Q31, 32, 33 
Logical-rational barriers (LB)  Q34, 35 
Intuition-emotional barriers (EB)  Q36, 37 
Moral-ethical barriers (MOB)  Q38, 39 
 
Within the subscale titled Self-suggestion (SLS), there are significant 
differences between Australian and Chinese students on item Q3 (“I 
encourage my self to get good grades in school “) and item Q5, (“I am 
confident in class”). In this case, both means are significantly higher for 
Australian students than Chinese students.  
 
In the Metaphor (MT) subscale, on all items the scores were significantly 
higher for Chinese students than Australian students. 
 
In the subscale Indirect Nonverbal Suggestion (INS), the mean difference on 
items Q10, (“My teacher’s behaviour to me affects my learning”) and item Q11 
(”I am affected by the teacher’s facial expression to me”) were significantly 
higher for Australian students. By contrast, for item Q12, (“I can tell how well I 
am doing from my teacher’s altitude to me”) and itemQ14 (”In class, I like to 
have eye-contact with my teacher”), the scores were significantly higher for 
Chinese students.  
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On the subscale of Spoken Suggestion (SS), the mean scores for item Q15 
(“Teacher’s opinions have a great influence on my school work”) and item 
Q17 (“I like background music in class”) were significantly higher for 
Australian students, whilst the mean score on item Q18, (“I can remember my 
teacher’s voice and intonation”) was significantly higher for Chinese students.  
 
With the subscale Negative Suggestion (NS), means on item Q22 (“I don’t like 
criticism even when I deserve it”) and item Q24 (” It keeps on affecting me 
once I have been criticised”) are significantly higher for Australian students, 
but on the subscale Intuitive Suggestion (IS), there was no significant 
difference on any items. 
 
Within the subscale Direct Verbal Suggestion (DVS), the mean score on item 
Q30 (“It helps me learn when I repeat things over in my mind”) is significantly 
higher for Australian students, and for the subscale Relaxation (RL), the mean 
scores on item 32  (“In class, we have music in the background”) and item 
Q33 (“In class, we use posters, pictures and videos as part of lessons”) are 
also significantly higher for Australian students. 
 
Finally, on the subscale Logical Barrier (LB), there was no significant 
difference in means on any item, for the subscale Emotional-Intuition Barrier 
(EB), the mean score for item Q37 (“Learning is hard work—so I want to give 
up”) is significantly higher for Australian students, and with the subscale Moral 
barrier (MOB), the mean score on item Q38 (“Learning is not easy, so it must 
be difficult and take lots of work”) is significantly higher for Chinese students, 
whilst the mean for item Q39 (“Learning is so important so I do not take the 
first answer I think of”) is  significantly higher for Australian students. 
 
In this analysis, the existence of a difference in means reflects a strong actual 
difference in perception or thinking between Australian and Chinese students, 
and does not suggest that the item is a good  (or poor) fit for the subscale. In 
the same way, weak differences between items suggest a concordance 
between the thinking and/or perception of participants on the item.  
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Student’s t-test on Subscales for Suggestion in Teaching and Learning Scale 
 
In this section, any differences between the mean scores on the various 
subscales were examined. Results are shown in Table 44. As with the 
previous section, any significant differences will serve to highlight alternative 
ways of thinking about an issue between the Chinese participants and the 
Australian participants. The test was carried out by performing Student’s t-test 
on the mean scores of the subscales of the Suggestion in Teaching and 
Learning scale. These mean scores for the subscales were obtained by 
simply adding the item responses for the set of questions in that group. 
 
Table 44 
Mean Differences in Subscales Scores on Suggestion in Teaching and 
Learning Scale by Australian and Chinese Students  
 
Chinese (n=205) Australian (n=139) Subscale 
 M SD M SD 
 
    t 
p  
(2 tailed) 
SLS 19.62 4.05 20.53 3.97 .2.06 .040 
MT 12.04 2.79 10.56 3.81 4.63 .00 
INS 15.04 4.41 16.23 4.73 2.38 .02 
SS 15.28 4.59 16.48 3.84 2.54 .01 
NS 12.75 4.29 14.12 4.79 .2.79 .00 
IS 9.66 3.00 9.76 2.93 .30 .77 
DVS 9.50 2.96 9.77 2.62 .86 .39 
RL 6.59 4.61 6.59 2.52 .01 .99 
LB 5.60 2.05 5.48 1.98 .51 .61 
EB 3.92 1.65 4.78 2.13 4.19 .00 
MOB 5.85 2.11 5.55 1.96 1.34 .18 
SLS = Self-suggestion, MT = Metaphor, INS = Indirect Nonverbal suggestion, SS = 
Spoken Suggestion, NS = Negative suggestion, IS = Intuition Suggestion, DVS = 
Direct Verbal Suggestion, RL = Relaxation, MOB = Moral-ethical barrier.  LB= 
Logical. Rational Barrier, EB = Emotional-intuition Barrier,  
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Based on the results given in Table 44, for the subscales Self suggestion 
(SLS), Indirect Nonverbal suggestion (INS), Spoken Suggestion (SS), and 
Negative Suggestion (NS), the means of the sum of the items in the subscale 
was higher for Australian students. For the subscale Metaphor (MT), the mean 
score for the sum of items in the subscale was significantly higher for Chinese 
students.  
 
We can conclude from this work that the significant difference in means for the 
subscales Self-suggestion, Metaphor, Indirect nonverbal suggestion, Spoken 
Suggestion, Negative Suggestion and Emotional Barrier suggests that the two 
groups, Chinese students and Australian students, have different perceptions 
on these issues. However, because the mean scores on the other subscales, 
Intuitive Suggestion, Direct Verbal Suggestion, Relaxation, Logical-rational 
Barrier and Moral-ethical Barrier show no significant differences, we conclude 
that there are little if any differences in perspective on these issues between 
the two groups. 
 
Two-sample Student’s t-test and Confidence Interval for Measured Variables, 
Between Students from the Two Countries 
 
The significance of the difference in mean scores between Chinese and 
Australian students was also determined through use of Student’s t-test for 
the variables depression, stress and learning style. This was done to 
determine whether real differences occurred between the students on these 
variables, which may be reflected in the difference in thinking as measured by 
the STL scale. 
 
Student’s t-test for Depression Between Chinese and Australian Participants   
 
Table 45 presents the results of Student’s t-test for difference between scores 
on Depression measure for Australian and Chinese participants.  
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Table 45  
Student’s t-test for Depression for Chinese and Australian participants    
          
 
Country 
N M SD SEM 
China 205 39.60 8.99 0.83 
Australia 139 71.7 11.5 1.47 
          
The results of the depression measure in Table 45 indicates that Australian 
students score higher than Chinese students, suggesting that Australian 
participants evidence significantly more depression than Chinese participants. 
However, on reflection it is suggested that the difference may be artificial and 
inflated, due to a conceptual misunderstanding by the Chinese participants of 
elements of the measure. 
 
Student’s t-test for Stress of Both Chinese and Australian Participants  
 
Table 46 reports the results of Student’s t-test for stress between Australian 
and Chinese participants. 
 
Table 46   
Student’s t-test for Stress of Both Chinese and Australian Participants (n=344) 
 
 
Country 
N M SD SEM 
China 205 5.05 2.62 0.18 
Australia 139 5.34 2.85 0.24 
 
Based on the results for stress measures given in Table 45, there appears to 
be no significant difference between Chinese and Australian students on the 
stress scale.   Since this scale is based on clearly understood bodily reactions 
to stress and a previous model explaining academic stress data that 
accounted for 99% of the variance in the data, we concluded that levels of 
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academic stress experienced by secondary school students was similar in 
both samples.   
 
Student’s t-test for Visual Learning Style Preference of Both Chinese and 
Australian Participants    
 
Table 47 presents the results of Student’s t-test for differences in the 
Visualization Learning Style between Australian and Chinese participants. 
 
Table 47 
Student’s t-test for Visual Learning Style Preference of Chinese and 
Australian Participants 
 
          
Country 
N M SD SEM 
China 205 5.93 2.02 0.14 
Australia 139 5.66 2.31 0.20 
             
  95% CI for mu  (1).  mu (2) :  (.0.20,  0.74) 
  Student’s t-test   mu (1)  = mu (2)   (vs not  = ) : t = 1.12   p  = 0.26  df  =  269 
 
The results for visual learning style preferences given in Table 46 suggest that 
there was no significant difference between Australian and Chinese students 
on using visual ability in classroom learning. 
 
Student’s t-test for Auditory Learning Style Between Chinese and Australian 
Participants    
 
Table 48 presents the results of Student’s t-test for Auditory Learning Style  
between Australian and Chinese participants. 
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Table 48 
Student’s t-test for Auditory Learning Style for Chinese and Australian 
Participants 
             
 
Country 
N M SD SEM 
China 205 7.18 2.11 0.15 
Aust 139 5.93 2.30 0.19 
             
95% CI for mu  (1).  mu (2) :  (0.77,  1.73) 
Student’s t-test   mu (1)  = mu (2)   (vs not  = ) : t = 5.13   p  = 0.000  df  =  278 
 
The results in Table 48 indicate that Chinese students’ scores indicated a 
significantly higher preference than Australian students for learning through an 
auditory modality. 
 
Student’s t-test for Kinaesthetic Learning Style Between Chinese and 
Australian Participants    
 
Table 49 gives the results of Student’s t-test for Kinaesthetic Learning Style 
between Australian and Chinese participants. 
  
Table 49 
Student’s t-test for Kinaesthetic Learning Preference by Chinese and 
Australian Participants 
 
 
Country 
N M SD SEM 
China 205 6.85 2.06 0.14 
Aust 139 8.35 2.84 0.24 
                   95% CI for mu  (1)  .  mu (2) :  (  .2.06,  .0.95) 
 Student’s t-test   mu (1)  = mu (2)  (vs not  = ): t = .5.35  p  = 0.000  df  =  233 
 
 154 
Based on the results recorded in Table 49 the Australian student scores were 
significantly higher than Chinese students on the test of kinaesthetic Learning 
Style  
 
Student’s t-test for School Grades Between Chinese and Australian 
Participants 
 
Table 50 presents the results of Student’s t-test for school grades  between 
Australian and Chinese participants. 
       
Table 50                   
Student’s t-test for Group Statistics for Grades* 
 
 Country N M SD SEM p 
(2 tailed) 
Grade China 
Aust 
205 
139 
3.037 
3.008 
1.099 
1.129 
.238  
 .287 
.812 
  
*Grade point averages on the A-B-C-D = 4-3-2-1 scale were used. 
 
The results in Table 50 indicate that the difference in grades for Chinese and 
Australian participants is not significant at the 95% level.  
    
Student’s t-test for Relationships Among Variables of the STL Scale 
 
The Student’s t-test was performed on high/low levels of subscale values for 
the STL scale on each measurement of Depression, stress, grade scores and 
learning style (visualization, auditory and kinaesthetic learning) for Chinese 
and Australian participants. This analysis was performed to check whether 
different types and levels of suggestion affect other variables in both 
educational environments (classroom): learning style, personality (stress and 
depression) and students’ achievement (grades). Table 51 presents these 
results of Student’s t-test of Self-suggestion (SLS) for Australian and Chinese 
participants. 
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The High and Low measurements for each subscale was determined by 
adding one standard deviation to the mean of each subscale (High level) and 
subtracting one standard deviation from the mean of the subscale (Low level). 
High and low measures were selected to determine the significance in the 
difference in mean values for each of depression, stress, grade scores and 
learning style. All subscales modified in this way were appended with the 
suffix M. Thus, self-suggestion (SLS) became SLSM. 
  
Table 51 gives the results of Student’s t-test for two levels of self-suggestion 
on each of depression, stress, grade scores and learning style (visualization, 
auditory and kinaesthetic learning) for all participants. 
 
Table 51 
Difference in Mean Values for Depression, Stress, Grade Scores And 
Learning Style for High & Low Levels of Self-Suggestion for All Participants. 
 
          
SLSM 
Level N M SD Student’s 
t-test 
p 
 (2 tailed) 
Grade 1 
3 
75 
76 
2.7 
3.2 
1.203 
.986 
2.93* .004* 
Dep 1 
3 
75 
76 
50.2 
51.9 
19.22 
19.11 
.526 .599 
ST 1 
3 
75 
76 
5.8 
4,5 
2.92 
2.70 
2.84* .005* 
AV 1 
3 
75 
76 
5.7 
5.8 
2.18 
2.45 
.29 .773 
 
BA 1 
3 
75 
76 
6.89 
6.1 
2.50 
2.06 
2.25* .026* 
 
CK 1 
3 
75 
76 
7.4 
8.1 
2.76 
2.88 
1.45 .15 
             *p<.05 
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The results of this analysis suggest that different levels of Self-suggestion 
significantly affect student’s grade scores (t=.2.93, p<.01), stress (t=2.84, 
p<.01), and auditory learning style (t=2.25, p<.05), however levels of Self-
suggestion do not affect depression, or preferences for visual and kinaesthetic 
learning style. 
 
Table 52 records the results of Student’s t-test for the affect of two levels of 
Metaphor on each of depression, stress, grade scores and learning style for 
all participants. 
 
Table 52 
Differences in Mean Values for Depression, Stress, Grade Scores And 
Learning Style for High & Low Levels of Metaphor for All Participants 
           
 
MTM 
Level N M SD Student’s 
t-test 
p 
 (2 tailed) 
Grade 1 
3 
67 
66 
2.815 
3.217 
1.188 
1.052 
2.06* .041* 
 
Dep 1 
3 
67 
66 
55.84 
47.39 
18.84 
16.20 
2.78* .006* 
 
ST 1 
3 
67 
66 
5.15 
4.71 
2.98 
2.85 
.864 .389 
 
AV 1 
3 
67 
66 
5.81 
5.85 
2.13 
2.19 
.114 .910 
 
BA 1 
3 
67 
66 
6.82 
6.83 
2.30 
2.28 
.03 .975 
 
CK 1 
3 
67 
66 
7.37 
7.29 
2.53 
2.47 
.197 .844 
 
                   *p<.05 
 
From the results shown in Table 52, it appears that Metaphor suggestion 
significantly affects students’ depression (t=2.78, p<.01) and grade scores 
(t=.2.06, p<.05) but does not affect stress level or learning style preference.    
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Table 53 records the measures of the difference in mean values for 
depression, stress, grade scores and learning style for high and low levels of 
indirect, non-verbal suggestion for all participants. 
 
Table 53 
Mean Scores of Depression, Stress, Grades & Learning Style Preference for 
High & Low Levels of Indirect, Non-Verbal Suggestion for All Participants 
           
 
INSM 
Level N M SD Student’s 
t-test 
p 
(2 tailed) 
Grade 1 
3 
45 
47 
2.702 
2.993 
1.124 
1.133 
1.23 .221 
 
Dep 1 
3 
45 
47 
45.69 
58.94 
16.24 
21.58 
3.32* .001* 
 
ST 1 
3 
45 
47 
5.22 
5.62 
1.124 
2.72 
.67 .503 
 
AV 1 
3 
45 
47 
5.78 
5.96 
1.82 
2.23 
.42 .673 
 
BA 1 
3 
45 
47 
6.96 
6.15 
2.40 
2.27 
1.65 .102 
 
CK 1 
3 
45 
47 
7.24 
7.87 
2.50 
2.56 
1.20 .237 
 
           *p<.05 
 
The results of Table 53 indicate that different levels of indirect verbal 
suggestion significantly affects depression (.3.32, p<.01). All other factors 
were not affected. 
  
Table 54 gives measures of the difference in mean values for depression, 
stress, grade scores and learning style for high and low levels of Spoken 
Suggestion for all participants. 
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Table 54 
Mean Values For Depression, Stress, Grade Scores And Learning Style For 
High And Low Levels Of Spoken Suggestion For All Participants. 
           
 
SSM 
Level N M SD Student’s 
t-test 
p 
(2 tailed) 
Grade 1 
3 
56 
32 
3.106 
2.750 
1.142 
1.096 
1.43 .157 
 
Dep. 1 
3 
56 
32 
47.82 
54.78 
17.69 
18.60 
1.74 .085 
 
ST 1 
3 
56 
32 
5.20 
5.19 
2.75 
2.69 
.015 .988 
 
AV 1 
3 
56 
32 
5.98 
5.91 
2.19 
2.39 
.15 .880 
 
BA 1 
3 
56 
32 
7.41 
6.41 
2.16 
2.06 
2.14* .036* 
 
CK 1 
3 
56 
32 
6.55 
7.66 
2.17 
2.52 
2.16* .034* 
 
                        *p<.05 
 
From the above Table 54, it appears that different levels of Spoken 
suggestion significantly affect auditory (t=2.14, p<.05) and kinaesthetic 
(t=.2.16, p<.05) learning styles, but no other variable is affected. 
  
Table 55 presents the measures of difference in mean values for depression, 
stress, grade scores and learning style for high and low levels of Negative 
suggestion for all participants. 
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Table 55 
Mean Values for Depression, Stress, Grade Scores &Learning Style for High 
and Low Levels of Negative Suggestion for All Participants. 
           
 
NSM 
Level N M SD Student’
s t-test 
p 
(2 tailed) 
Grade 1 
3 
48 
61 
2.891 
3.077 
1.246 
1.065 
 .84 .401 
  
Dep 1 
3 
48 
61 
44.33 
61.90 
16.00 
20.97 
 4.81* .000* 
  
ST 1 
3 
48 
61 
4.13 
6.05 
2.47 
2.62 
 3.9* .000* 
  
AV 1 
3 
48 
61 
5.94 
5.21 
1.85 
2.37 
1.7 .084 
  
BA 1 
3 
48 
61 
6.77 
6.87 
2.21 
1.246 
.23 .817 
  
CK 1 
3 
48 
61 
7.27 
7.77 
2.55 
2.72 
.98 .330 
  
       *p<.05 
 
The results indicate that all levels of Negative suggestion affect student’s 
depression (t=4.81, p<.01) and stress (t = 3.9, P< .01), but not the student’s 
grade score and learning style.  
 
Table 56 measures the difference in mean values for depression, stress, 
grade scores and learning style for high and low levels of Intuitive Suggestion 
for all participants. 
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Table 56 
Mean Values for Depression, Stress, Grade Scores and Learning Style for 
High and Low Levels of Intuitive Suggestion for All Participants 
          
 
ISM 
Level N M SD Student’s 
t-test 
p 
(2 tailed) 
Grade 1 
3 
52 
62 
2.747 
3.182 
1.233 
1.083 
 2.0* .047* 
  
Dep 1 
3 
52 
62 
46.17 
54.95 
17.78 
17.54 
 2.65* .009* 
  
ST 1 
3 
52 
62 
4.37 
5.61 
2.63 
3.05 
  2.31* .023* 
  
AV 1 
3 
52 
62 
5.71 
5.65 
2.09 
2.40 
 .16  .876 
BA 1 
3 
52 
62 
6.85 
6.68 
2.47 
2.26 
.38  .704 
  
CK 1 
3 
52 
62 
7.46 
7.60 
2.89 
2.80 
 .253 .801 
  
    *p < .05 
 
Results indicate that different levels of Intuitive suggestion have an affect on 
student’s depression (t= 2.65, p < .009), stress (t= 2.31, p< .023) and grade 
score (t= 2.0, p< .047), but they do not have any effect on the preference for 
learning style. 
 
Table 57 shows the measures of difference in mean values for depression, 
stress, grade scores and learning style for high and low levels of the direct 
verbal suggestion for all participants. 
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Table 57 
Mean Differences for Depression, Stress, Grade Scores &Learning Style For 
High And Low Levels of Direct Verbal Suggestion for All Participants. 
           
 
DVS
M 
Level N M SD Student’s 
t-test 
p 
(2 tailed) 
Grade 1 
3 
52 
50 
3.080 
3.144 
1.173 
1.065 
 .29  .775 
  
Dep 1 
3 
52 
50 
51.94 
3.080 
21.00 
16.24 
 .31 .756 
  
ST 1 
3 
52 
50 
5.90 
5.28 
3.11 
2.73 
 1.08 .284 
  
AV 1 
3 
52 
50 
5.88 
6.06 
1.79 
1.99 
 .468 .641 
  
BA 1 
3 
52 
50 
6.75 
3.080 
2.48 
2.13 
 .589 .557 
  
CK 1 
3 
52 
50 
7.44 
7.34 
2.32 
2.72 
 .205 .838 
  
       * p < .05 
 
Examination of the results given in Table 57 suggests that there was no 
significant difference on any of the variables for high / low level of Direct 
Verbal Suggestion. 
 
Table 58 provides the measures of the difference in mean values for 
depression, stress, grade scores and learning style for high and low levels of 
the Relaxation for all participants. 
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Table 58 
The Difference In Mean Values For Depression, Stress, Grade Scores And 
Learning Style For High And Low Levels Of Relaxation For All Participants. 
           
 
RLM 
Level N M SD Student’s 
t-test 
p  
(2 tailed) 
Grade 1 
3 
33 
41 
2.677 
3.244 
1.346 
1.108 
1.98 .051* 
 
Dep 1 
3 
33 
41 
47.12 
44.85 
13.00 
15.56 
.670 .505 
 
ST 1 
3 
33 
41 
6.24 
3.98 
3.18 
1.84 
3.84 .000* 
 
AV 1 
3 
33 
41 
5.15 
2.677 
2.03 
2.15 
1.13 .261 
 
BA 1 
3 
33 
41 
2.677 
7.49 
2.64 
2.30 
1.38 .173 
 
CK 1 
3 
33 
41 
8.18 
6.73 
3.02 
2.39 
2.31 .024* 
 
    * p < .05 
 
Table 58 indicates that the different levels of Relaxation have a significant 
effect on student’s stress (t= .1.98, p = .051), grade score (t= 3.84, p < .01) 
and kinaesthetic learning style (t= 2.31, p < .05). By contrast, it has no effect 
on depression, visual and auditory learning style. 
 
Table 59 measures the difference in mean values for depression, stress, 
grade scores and learning style for high and low levels of the Logical-rational 
barrier for all participants. 
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Table 59 
Mean Differences For Depression, Stress, Grade Scores And Learning Style 
For High & Low Levels Of The Logical-Rational Barrier For All Participants. 
           
 
LBM 
Level N M SD Student’s 
t-test 
p 
(2.tailed) 
Grade 1 
3 
49 
56 
3.223 
3.034 
49 
56 
.84   .403 
  
Dep 1 
3 
49 
49 
51.84 
55.39 
49 
49 
.94  .350 
  
ST 1 
3 
49 
56 
3.223 
3.223 
49 
56 
1.63  .105 
  
AV 1 
3 
49 
49 
3.223 
3.223 
49 
49 
.134  .893 
  
BA 1 
3 
49 
56 
6.67 
3.223 
49 
56 
 .475 
  
.636 
  
CK 1 
3 
49 
56 
7.53 
7.27 
49 
56 
.508  .613 
  
* p< .05       
 
The results in Table 59 clearly show that different levels of the Logical-
Rational barrier (De-suggestion) have no effect on any of the variables tested.   
 
Table 60 displays measures of the difference in mean values for depression, 
stress, grade scores and learning style for high and low levels of the 
Emotional-Intuition Barrier (De-suggestion) for all participants. 
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Table 60 
The Difference In Mean Values For Depression, Stress, Grade Scores And 
Learning Style For High And Low Levels of the Emotional-Intuitive Barrier 
           
 
EBM 
Level N M SD Student’s 
t-test 
p 
(2 tailed) 
Grade 1 
3 
65 
42 
3.213 
2.760 
.986 
1.218 
 2.12 
 
.037* 
  
Dep 1 
3 
65 
42 
48.78 
62.98 
16.05 
19.40 
4.11  
 
 .000* 
  
ST 1 
3 
65 
42 
4.45 
6.26 
2.39 
3.39 
 3.25 .002* 
  
AV 1 
3 
65 
42 
5.63 
5.52 
2.13 
2.20 
.25  .803 
  
BA 1 
3 
65 
42 
6.86 
6.31 
2.38 
2.20 
 1.207 .230 
  
CK 1 
3 
65 
42 
7.43 
8.14 
2.35 
2.94 
1.38  .169 
  
    * p < .05 
 
From the results given in Table 60, it can be seen that different levels of the 
Emotional-intuition barrier significantly affect student’s stress (t= 3.25, p< 
.002), depression (t= 4.11, p < .01) and grade score (t= 2.12, p < .037), 
whereas there is an affect on learning style. 
 
Table 61 measures the difference in mean values for depression, stress, 
grade scores and learning style for high and low levels of the Moral-ethic 
barrier (De-suggestion) barrier for all participants. 
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Table 61 
Mean Differences For Depression, Stress, Grade Scores And Learning Style 
For High And Low Levels Of The Moral-Ethical Barrier (De-Suggestion) 
           
 
MOB
M 
Level N M SD Student’s 
t-test 
p  
(2 tailed) 
Grade 1 
3 
42 
63 
3.085 
3.183 
1.027 
1.136 
.458  
 
.651 
  
Dep 1 
3 
42 
63 
53.52 
50.44 
21.54 
18.22 
 .788 
 
.432 
  
ST 1 
3 
42 
63 
5.07 
5.87 
2.89 
3.15 
 1.32 .190 
  
AV 1 
3 
42 
63 
5.79 
5.57 
2.10 
2.29 
 .485 .629 
  
BA 1 
3 
42 
63 
6.45 
6.32 
2.38 
2.18 
 .300 .765 
  
CK 1 
3 
42 
63 
7.69 
8.11 
2.41 
2.77 
 .802 .424 
  
     * p < .05 
 
It appears from this analysis in Table 61 that different levels of Moral-ethical 
barrier (De-suggestion) has no affect on the related variables during teaching 
and learning with suggestion for participants from both countries.   
 
Cultural Differences 
 
In this section, the difference in mean values for depression, stress, grade 
scores and learning style  for high and low levels of subscale values for 
suggestion are investigated on the basis of country of origin of the students.  
The results obtained from the participants were compared on the difference in 
mean value of depression, stress, grade scores and learning style 
(visualization, auditory and kinaesthetic learning) for high/ low values of the 
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subscales in the suggestion in teaching and learning scale (STL). The tests 
were performed for participants in China and Australia respectively, the results 
being used to test the research question asked in Chapter 1. 
 
Table 62 gives the results for Student’s t-test on the difference in mean values 
for depression, stress, grade scores and learning style (visualization, auditory 
and kinaesthetic learning) for high and low levels of different type of self-
suggestion for students from each country. 
 
Table 62 
Self-Suggestion Mean Differences for High & Low Level Groups in Grade 
Depression, Stress ,Visual, Auditory and Kinaesthetic Learning Style by 
Australian and Chinese Participants. 
            
Australia China  
 
SLSM 
 
Level Student’s 
t-test 
p 
(2 tailed) 
Student’s 
t-test 
p 
(2.tailed) 
Grade 1 
3 
3.067 
  
.003* 
  
1.78 
  
.078 
  
Dep 1 
3 
0.917 
  
.363 
  
2.34 
  
.022* 
  
ST 1 
3 
1.151 
  
.255 
  
3.13 
  
.002* 
  
AV 1 
3 
0.779 
  
.439 
  
1.25 
  
.213 
  
BA 1 
3 
0.541 
   
.591 
  
1.74 
  
.085 
  
CK 1 
3 
0.934 
 
.354 
  
.190 
  
.085 
  
            Chinese (n=205) and Australian (n=139) participants      
           *p < .05   
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The results in this Table indicate that for Chinese participants, different levels 
of Self-suggestion significantly affect their depression (t=2.34, p < .05) and 
stress (t= 3.13, p < .01), whilst there were two trends to change in levels of 
grade score (t= 1.78, p = .078) and auditory learning style (t= 1.74, p =.085 ). 
In contrast to Australian participants, Self-suggestion affected Chinese 
students’ grade score (t= 3.067, p < .05), but did not affect depression, stress 
and learning style . 
 
Table 63 presents the results of Student’s t-test on difference in mean values 
for depression, stress, grade scores and learning style for high and low levels 
of different type of the Metaphor for each country. 
 
Table 63 
Mean Differences for Depression, Stress, Grade Scores & Learning Style for 
High & Low Levels of Different Type of Metaphor in Both Countries          
  
Australia China  
 
MTM 
 
Level Student’s 
t-test 
p 
(2 tailed) 
Student’s  
t-test 
p 
(2 tailed) 
Grade 1 
3 
.179 
 
    .859 .2.38 
 
.020* 
 
Dep 1 
3 
.890 
 
.378 
 
.653 
 
.515 
 
ST 1 
3 
.866 
 
.391 
 
1.476 
 
.144 
 
AV 1 
3 
1.561 
 
.125 
 
.619 
 
.538 
 
BA 1 
3 
.331 
 
.742 
 
1.067 
 
.289 
 
CK 1 
3 
1.239 
 
.221 
 
.459 
 
.647 
 
     * p < .05 
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Results indicate that for both Australian and Chinese participants, different 
levels of Metaphor did not affect the variables, with the exception of the grade 
score (t= 2.38, p < .05) of Chinese participants.   
 
Table 64 presents the results of Student’s t-test for difference in mean values 
for depression, stress, grade scores and learning style for high and low levels 
of different type of the Indirect Nonverbal suggestion for each country. 
 
Table 64  
Mean Differences for Depression, Stress, Grades & Learning Style for High & 
Low Levels of Indirect Nonverbal Suggestion in Both countries 
 
Australia China        
 
INSM 
 
Level Student’s 
t-test 
p 
(2 tailed) 
Student’s 
t-test 
p 
(2 tailed) 
Grade 1 
3 
.152 
 
.880 
 
1.907 
 
.062 
 
Dep 1 
3 
2.484 
 
.018* 
 
.744 
 
.460 
 
ST 1 
3 
2.124 
 
.041* 
 
.519 
 
.606 
 
AV 1 
3 
.317 
 
.753 
 
.924 
 
.360 
 
BA 1 
3 
.007 
 
.994 
 
1.545 
 
.128 
 
CK 1 
3 
.090 
 
.929 
 
.864 
 
.391 
 
      * p < .05 
 
These results indicate that for Chinese participants, different levels of Indirect 
Nonverbal suggestion did not affect their grade, depression, stress and 
learning style. However, there appeared to be a slight trend to change in 
levels of grade score (t=1.907, p =.062). For Australian participants, different 
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levels of Indirect Nonverbal suggestion significantly affected their depression 
(t=2.48, p < .05) and stress ( t= 2.124, p < .05) but not their grade scores or 
learning styles. Table 65 is the results of Student’s t-test on difference in 
mean values for depression, stress, grade scores and learning style for high 
and low levels of different type of the Spoken-suggestion for each country.   
 
Table 65 
Difference In Mean Values For Depression, Stress, Grade Scores And 
Learning Style For High And Low Levels Of Spoken-Suggestion  
 
Australia China          
 
SSM 
 
Level Student’s 
t-test 
p 
(2 tailed) 
Student’s 
t-test 
p 
(2 tailed) 
Grade 1 
3 
1.705 
  
.099 
  
.533 
  
.596 
  
Dep 1 
3 
.438 
   
.665 
  
.310 
  
.758 
  
ST 1 
3 
.487 
  
.630 
  
 .738 
  
.463 
  
AV 1 
3 
1.644 
  
.111 
  
1.152 
  
.254 
  
BA 1 
3 
1.438 
  
.161 
 
1.103 
  
.275 
  
CK 1 
3 
3.122 
  
.004* 
  
.165 
  
.869 
  
     * p < .05 
 
The results in Table 65 showed that for Australian participants, different levels 
of Spoken-suggestion did not affect their grade, depression, stress and visual 
and auditory learning style.  By contrast, kinaesthetic learning style (t= .3.122, 
p < .01) was affected.  For Chinese participants, different levels of Spoken-
suggestion did not affect their grade, depression, stress and learning style.    
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Table 66 shows the results of Student’s t-test on difference in mean values for 
depression, stress, grade scores and learning style for high and low levels of 
different type of the Negative-suggestion for each country. 
 
Table 66 
Difference In Mean Values For Depression, Stress, Grade Scores And 
Learning Style For High And Low Levels Of Negative-Suggestion 
 
Australia China  
 
NSM 
 
Level Student’s 
t-test 
p 
(2 tailed) 
Student’s 
t-test 
p 
(2 tailed) 
Grade 1 
3 
.553 
 
.583 
 
.526 
 
.601 
 
Dep 1 
3 
3.97 .000 
 
3.53 
 
.001* 
 
ST 1 
3 
.4.66 .000 
 
1.166 
 
.249 
AV 1 
3 
1.558 
 
.126 
 
.849 
 
.400 
 
BA 1 
3 
.983 
 
.330 
 
.470 
 
.640 
 
CK 1 
3 
.448 
 
.656 
 
.073 
 
.942 
 
                        *p < .05 
 
The results in the Table show that for Chinese participants, different levels of 
the Negative-suggestion affected only their depression (t= .3.53, p <.01), but 
not   grade, stress and learning style. In contrast to the Chinese participants, 
Negative-suggestion affected Australian students’ depression (t= 3.97 p < .01) 
and stress (t= .4.66 , p < .01), but not their grade and learning styles . 
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Table 67 gives the results of Student’s t-test for difference in mean values for 
depression, stress, grade scores and learning style for high and low levels of 
different types of Intuitive suggestion for each country. 
 
Table 67 
Difference In Mean Values For Depression, Stress, Grade Scores And 
Learning Style For High And Low Levels of Intuitive Suggestion.    
  
Australia China        
 
ISM 
 
Level Student’s 
t-test 
p  
(2 tailed) 
Student’s 
t-test 
p 
(2 tailed) 
Grade 1 
3 
1.966 
 
.056 
 
.915 
 
.363 
 
Dep 1 
3 
1.169 
 
.249 
 
3.62 
 
.001* 
 
ST 1 
3 
.151 
 
.881 
 
3.13 
 
.003* 
 
AV 1 
3 
.204 
 
.840 
 
.167 
 
.868 
 
BA 1 
3 
.987 
 
.330 
 
1.107 
 
.272 
 
CK 1 
3 
.794 
 
.432 
 
.880 
 
.382 
 
      *p < .05 
 
Results indicate that for Chinese participants, different levels of the Intuitive 
suggestion affect their depression (t=3.62, p < .01) and stress (t= 3.13, p < 
.01), but not their grade and learning style. In contrast to Australian 
participants, Intuitive suggestion did not affect  students’ grade, depression, 
stress and learning style , but there is a trend to change in levels of grade 
score (t=1.966, p =.056). 
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Table 68 provides the results for difference in mean values for depression, 
stress, grade scores and learning style for high and low levels of different type 
of Direct verbal suggestion for each country. 
 
Table 68 
Difference in Mean Values for Depression, Stress, Grade Scores & Learning 
Style For High And Low Levels of Direct Verbal Suggestion.           
           
Australia China  
DVS
M 
 
Level Student’s 
t-test 
p 
(2 tailed) 
Student’s 
t-test 
p 
(2 tailed) 
Grade 1 
3 
1.245 
 
.222 .421 
 
.675 
 
Dep 1 
3 
2.24 .032 
 
1.316 .193 
 
ST 1 
3 
1.376 
 
.178 
 
.307 .760 
AV 1 
3 
.562 .578 1.096 
 
.277 
BA 1 
3 
1.160 .254 
 
.236 .815 
 
CK 1 
3 
1.320 
 
.196 1.756 .084 
                 * p < .05 
 
Results in this table indicate that for Australian participants, different levels of 
Direct verbal suggestion do not affect their grade, stress and learning style  
but do have a significant effect on depression (t= 2.24, p < .03).  For the 
Chinese participants, different levels of the Direct Verbal Suggestion also did 
not affect their grade, depression, stress and learning style, but there is a 
trend to change in levels of kinaesthetic learning style. (t=1.756, p =.084). 
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Table 69 presents the results of the Student’s t-test for difference in mean 
values for depression, stress, grade scores and learning style for high and low 
levels of different types of Relaxation for each country. 
 
Table 69 
Student’s t-test For Difference In Mean Values For Depression, Stress, Grade 
Scores And Learning Style with Relaxation For China And Australia 
 
Australia China  
 
RLM 
 
Level Student’s 
t-test 
p  
(2 tailed) 
Student’s 
t-test 
p  
(2 tailed) 
Grade 1 
3 
.640 
 
.534 
 
1.96 
 
.055 
 
Dep 1 
3 
.1.519 
 
.153 
 
1.93 .058 
 
ST 1 
3 
.167 
 
.870 
 
4.12 .000* 
 
AV 1 
3 
.633 
 
.537 
 
.922 .360 
 
BA 1 
3 
2.35 
 
.035 .691 .492 
CK 1 
3 
1.886 
 
.082 
 
1.594 
 
.117 
     *p < .05 
 
The results indicate that for Chinese participants, different levels of Relaxation 
do not affect their grade, depression and learning style , with the exception of 
stress (t= 4.12, p < .01).  There are, however, two trends that appear, one in 
the grade score (t =  1.96, p = .055) and the other in depression (t= 1.93, p 
=.058).  For Australian participants, Relaxation appears to affect Auditory 
learning style (t= 2.35, p < .035), but there is little effect on grade, depression, 
stress and  visual and kinaesthetic learning style . 
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Table 70 gives the results of Student’s t-test on difference in mean values for 
depression, stress, grade scores and learning style for high and low levels of 
types of Logical-Rational Barrier for each country. 
 
Table 70 
Mean Difference For Depression, Stress, Grade Scores And Learning Style 
For High And Low Levels of Logical-Rational Barriers To Suggestion    
 
Australia China       
 
LBM 
 
Level Student’s 
t-test 
p  
(2 tailed) 
Student’s 
t-test 
p  
(2 tailed) 
Grade 1 
3 
3.330 
  
.002 
  
1.708 
 
.093 
 
Dep 1 
3 
1.176 
 
.246 
 
2.704 
 
.009* 
 
ST 1 
3 
.995 .325 1.287 
 
.203 
 
AV 1 
3 
1.653 .105 
 
1.27  
 
.214 
 
BA 1 
3 
.525 .603 
 
.063 .950 
 
CK 1 
3 
.805 
 
.425 
 
1.343 
 
.184 
 
     * p < .05 
 
Examination of these results shows that for Chinese participants, different 
levels of the Logical-Rational Barrier do not significantly affect their grade, 
stress and learning style, but there is an effect on depression (t= 2.704, p < 
.01) and a trend to change in the levels of grade score (t= 1.708, p = .093). In 
contrast to Australian participants, the Logical-Rational Barrier affected 
students’ grade (t= 3.33, p < .01), but not depression, stress and learning style 
. 
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Table 71 provides the results of Student’s t-test on difference in mean values 
for depression, stress, grade scores and learning style for high and low levels 
of different type of Emotional-Intuition Barrier for each country. 
 
Table 71  
Mean Differences For Depression, Stress, Grades & Learning Style For High 
& Low Levels of Emotional-Intuitive Barriers to Suggestion 
 
Australia China  
 
EBM 
 
Level Student’s 
t-test 
p  
(2 tailed) 
Student’s 
t-test 
p  
(2 tailed) 
Grade 1 
3 
.896 
 
.375 
 
2.086 
 
.041* 
Dep 1 
3 
1.420 .162 
 
.586 .560 
 
ST 1 
3 
1.423 
 
.161 
 
3.200 .002* 
 
AV 1 
3 
.360 
 
.720 
 
.633 
 
.530 
 
BA 1 
3 
.799 
 
.429 
 
.119 
 
.906 
 
CK 1 
3 
1.003 
 
.321 .573 
 
.569 
               * p < .05 
 
The Table indicated that for Chinese participants, different levels of the 
Emotional-Intuition Barrier affected their grades (t= 2.086, p < .05) and stress 
levels (t= .586, p <.01), but there was no affect on depression and learning 
style.  For Australian participants, different levels of the Emotional-Intuition 
Barrier did not appear to affect their grade, depression, stress and learning 
style.    
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Table 72 presents the results of Student’s t-test on difference in mean values 
for depression, stress, grade scores and learning style for high and low levels 
of different type of the Moral-Ethic Barrier for each country. 
 
Table 72 
Mean Differences in Depression, Stress, Grade Scores & Learning Style For 
High & Low Levels of Moral-Ethical Barriers to Suggestion 
 
Australia China           
MOB
M 
 
Level Student’s 
t-test 
p  
(2 tailed) 
Student’s 
t-test 
p  
(2 tailed) 
Grade 1 
3 
.565 
 
.576 
 
.900 
 
.372 
 
Dep 1 
3 
.010 .992 
 
1.612 .097 
 
ST 1 
3 
.635 
 
.530 1.382 
 
.172 
 
AV 1 
3 
1.355 
 
.188 .513 
 
.611 
 
BA 1 
3 
.327 .746 
 
.841 
 
.404 
CK 1 
3 
1.423 
 
.163 
 
.580 .564 
 
    * p< .05 
 
 Whilst the results in Table 72 show that for both Australian and Chinese 
participants, different levels of the Moral-Ethical Barrier did not affect their 
grade, depression, stress and learning style, there is, however, a slight trend 
to change in the levels of Depression (t= 1.612, p < .097) for Chinese 
participants. 
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Table 73 records the results of Student’s t-test on difference in mean values 
for depression, stress, grade scores and learning style for each country’s 
participants. 
 
Table 73 
Difference In Mean Values For Depression, Stress, Grade Scores And 
Learning Style For Each Country’s Participants 
 
    
Variables 
Country M SD Student’s 
t-test 
p 
(2 tailed) 
Grade China 
Aust 
3.037 
3.008 
1.099 
1.129 
.238 
  
.812 
   
Dep China 
Aust 
39.60 
71.75 
8.99 
11.55 
28.972 
 
.000* 
ST China 
Aust 
5.05 
5.34 
2.62 
2.85 
.954 
 
.341 
AV China 
Aust 
5.93 
5.66 
2.02 
2.31 
1.148 
 
.252 
BA China 
Aust 
7.18 
5.93 
2.11 
2.30 
5.212 .000* 
CK China 
Aust 
6.85 
8.35 
2.06 
2.84 
5.682 
 
.000* 
    * p < .05 
 
Results from Table 73 indicate that the differences between mean values of 
the grade score, stress and visual learning style for Australian and Chinese 
participants are not significant, but for depression (t= 28.972, p < .01),  
auditory (t = 5.212 , p < .01) and  kinaesthetic learning style (t =  5.682,  p < 
.01)  the difference between mean values for Australian and Chinese 
participants are significant. 
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Cultural Differences, Interpretation of Data & Recommendations for Further 
Studies 
 
Interpretation of the data on depression and stress requires awareness of the 
vast differences between the two countries in the general cultural acceptance 
and valuing of personal hardship. The military philosophy of Kong Zi (see 
Chapter 1) is still very much part of the national ethos of China. The way to 
perfection is still seen as a “rooting out” of imperfections and information on 
errors is seen positively and much sought after information.    
 
In the experience of the researcher & observer, students in Australia are seen 
to have fairly easy lives compared to Chinese students.  So interpretation of 
the stress and depression data needs to be made with some understanding of 
the vast differences in the 2 student (& teacher) cultures.  It may be that the 
Chinese are more tolerant & used to hardship than Australians simply 
because of the realities of their lives.  Such differences are further com-
pounded by the tendency to “accentuate the positive” in Australian schools 
(Balson, 1984) whereas the Kong Zi emphasizes hardship in China (Smith & 
Smith, 1999).  
 
It may be that even if Chinese and Australian students are experiencing 
similarly stressful situations in their school lives, their interpretations and 
responses on measurement scales could be vastly different. It is recom-
mended that further controlled and qualitative studies be conducted to further 
tease out these constructs and relationships.  
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CHAPTER 6 
 
 
RESULTS – Part two  
 
Background 
 
The previous chapter focussed upon the reporting of results concerned with 
tests of reliability, inter-correlation of test items and difference tests between 
items and subscales. The reporting and discussion of results now moves to the 
Factor analysis of items.  
Factor Analysis 
 
To test the placement of each item in the various subscales, a factor analysis 
was performed (Tabachnick & Fidell, 1996). Since there were eleven 
subscales in the original “Suggestion in Teaching and Learning” scale 
determined by the researcher and the expert raters. This set the number of 
factors (Table 74 and Table 75) to be extracted to eleven.   
 
A Principal component factor analysis with un-rotated and sorted rotated with 
gamma = 0.3 was performed on 39 items with the number of factors to be 
extracted by the process set at eleven. In such an analysis, it may be 
expected that items may belong to more than one factor (Tabachnick & Fidell, 
1996). Due to the small number of participants in each country, a factor 
analysis by country was not performed. The factor loading of an item within a 
factor identified by most items within a subscale on that factor was less than 
0.3, and if the loading was found to be less than 0.3, the item was said to not 
belong to that factor. 
 
Un-rotated Factor Loadings and Communalities 
 
Table 74 presents the results of the Principal Component Factor Analysis 
(PCA) of the Correlation Matrix, Un-rotated Factor Loadings and 
Communalities. In this work, eleven factors were estimated. 
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Table 74 
 
Principal Component Factor Analysis of the Correlation Matrix Un-rotated 
Factor Loadings and Communalities 
 
Variable Factor1 Factor2 Factor3 Factor4 Factor5 Factor6 
Q1 
Q2 
Q3 
Q4 
Q5 
Q6 
0.403 
0.505 
0.461 
0.271 
0.390 
0.268 
0.389 
0.304 
0.276 
0.184 
0.211 
0.022 
0.191 
0.066 
0.202 
0.034 
0.320 
0.065 
0.245 
0.303 
0.187 
0.368 
0.066 
.0.204 
0.073 
0.004 
0.044 
0.262 
0.385 
0.467 
0.017 
0.182 
0.101 
0.191 
0.021 
0.025 
Q7 
Q8 
Q9 
0.340 
0.446 
0.393 
0.000 
0.008 
0.016 
0.509 
0.468 
0.474 
0.043 
0.072 
0.297 
0.204 
0.130 
0.035 
0.144 
0.199 
0.115 
Q10 
Q11 
Q12 
Q13 
Q14 
0.353 
0.377 
0.478 
0.541 
0.330 
0.448 
0.482 
0.039 
0.116 
0.351 
0.219 
0.189 
0.205 
0.214 
0.096 
0.096 
0.044 
0.050 
0.042 
0.212 
0.120 
0.090 
0.160 
0.086 
0.153 
0.311 
0.291 
0.146 
0.232 
0.096 
Q15 
Q16 
Q17 
Q18 
Q19 
0.507 
0.493 
0.279 
0.340 
0.497 
0.244 
0.204 
0.415 
0.152 
0.030 
0.215 
0.045 
0.109 
0.292 
0.044 
0.095 
0.000 
0.245 
0.104 
0.289 
0.013 
0.265 
0.218 
0.269 
0.220 
0.229 
0.102 
0.105 
0.049 
0.071 
Q20 
Q21 
Q22 
Q23 
Q24 
0.391 
0.372 
0.186 
0.420 
0.335 
0.397 
0.509 
0.511 
0.268 
0.393 
0.046 
0.022 
0.066 
0.035 
0.196 
0.279 
0.196 
0.264 
0.246 
0.223 
0.076 
0.109 
0.166 
0.113 
0.099 
0.089 
0.054 
0.044 
0.021 
0.027 
Q25 
Q26 
Q27 
0.392 
0.466 
0.411 
0.151 
0.002 
0.108 
0.072 
0.107 
0.086 
0.185 
0.105 
0.235 
0.523 
0.447 
0.255 
0.056 
0.091 
0.063 
Q28 
Q29 
Q30 
0.389 
0.465 
0.434 
0.002 
0.363 
0.274 
0.038 
0.030 
0.286 
0.401 
0.234 
0.135 
0.265 
0.063 
0.013 
0.265 
0.105 
0.056 
Q31 
Q32 
Q33 
0.350 
0.161 
0.346 
0.457 
0.154 
0.120 
0.363 
0.448 
0.447 
0.062 
0.329 
0.347 
0.017 
0.016 
0.158 
0.238 
0.231 
0.197 
Q34 
Q35 
0.500 
0.125 
0.170 
0.446 
0.005 
0.252 
0.363 
0.139 
0.179 
0.143 
0.269 
0.545 
Q36 
Q37 
0.217 
0.048 
0.023 
0.613 
0.042 
0.051 
0.056 
0.239 
0.093 
0.165 
0.423 
0.229 
Q38 
Q39 
0.254 
0.177 
0.025 
0.254 
0.390 
0.178 
0.237 
0.082 
0.087 
0.132 
0.302 
0.276 
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Table 74    ….Continued Table... Principal Component Factor Analysis of 
                        the Correlation Matrix Un-rotated Factor Loadings and  
                        Communalities 
Variable Factor7 Factor8 Factor9 Factor10 Factor11 Communality 
Q1 
Q2 
Q3 
Q4 
Q5 
Q6 
0.081 
0.049 
0.026 
0.215 
0.025 
0.200 
0.272 
0.076 
0.030 
0.250 
0.110 
0.195 
0.207 
0.015 
0.285 
0.131 
0.077 
0.054 
0.173 
0.137 
0.003 
0.132 
0.130 
0.312 
0.117 
0.049 
0.017 
0.389 
0.120 
0.106 
0.583 
0.507 
0.460 
0.644 
0.502 
0.526 
Q7 
Q8 
Q9 
0.292 
0.202 
0.237 
0.297 
0.282 
0.171 
0.041 
0.050 
0.109 
0.064 
0.111 
0.030 
0.191 
0.154 
0.005 
0.655 
0.638 
0.580 
Q10 
Q11 
Q12 
Q13 
Q14 
0.055 
0.030 
0.530 
0.447 
0.135 
0.054 
0.069 
0.196 
0.111 
0.069 
0.120 
0.312 
0.094 
0.048 
0.303 
0.194 
0.061 
0.051 
0.040 
0.016 
0.156 
0.176 
0.171 
0.183 
0.048 
0.576 
0.642 
0.682 
0.664 
0.436 
Q15 
Q16 
Q17 
Q18 
Q19 
0.055 
0.005 
0.155 
0.144 
0.150 
0.095 
0.113 
0.242 
0.089 
0.027 
0.287 
0.283 
0.079 
0.035 
0.102 
0.185 
0.300 
0.244 
0.119 
0.054 
0.004 
0.061 
0.164 
0.279 
0.097 
0.553 
0.553 
0.556 
0.432 
0.433 
Q20 
Q21 
Q22 
Q23 
Q24 
0.003 
0.044 
0.167 
0.111 
0.051 
0.001 
0.068 
0.015 
0.039 
0.025 
0.085 
0.016 
0.192 
0.111 
0.338 
0.002 
0.007 
0.256 
0.014 
0.335 
0.277 
0.156 
0.043 
0.292 
0.036 
0.488 
0.483 
0.531 
0.435 
0.597 
Q25 
Q26 
Q27 
0.076 
0.023 
0.173 
0.133 
0.344 
0.295 
0.179 
0.220 
0.211 
0.032 
0.124 
0.166 
0.104 
0.011 
0.102 
0.559 
0.631 
0.511 
Q28 
Q29 
Q30 
0.064 
0.194 
0.093 
0.347 
0.022 
0.056 
0.068 
0.124 
0.164 
0.181 
0.111 
0.289 
0.234 
0.096 
0.052 
0.671 
0.493 
0.492 
Q31 
Q32 
Q33 
0.080 
0.137 
0.161 
0.110 
0.439 
0.025 
0.290 
0.194 
0.039 
0.109 
0.176 
0.213 
0.121 
0.044 
0.064 
0.653 
0.695 
0.596 
Q34 
Q35 
0.106 
0.045 
0.013 
0.061 
0.101 
0.087 
0.072 
0.003 
0.050 
0.117 
0.544 
0.641 
Q36 
Q37 
0.187 
0.075 
0.146 
0.148 
0.278 
0.080 
0.437 
0.154 
0.098 
0.255 
0.574 
0.641 
Q38 
Q39 
0.268 
0.456 
0.256 
0.131 
0.053 
0.033 
0.048 
0.017 
0.198 
0.371 
0.553 
0.592 
Factor loadings of >0.3 are shown in bold type.   
 
The results presented in Table 74 show that each of the eleven subscales can 
form a subset that includes a small number of items. For example, from the 
subscale made from items Q1 -Q6, the items Q1, Q2, Q3 and Q5 clearly 
belong to Factor 1. Whilst items Q4 and Q6 are also loaded on the Factor 1, 
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the relationship is not very strong. The Items Q1 and Q2 also belong to Factor 
2, whilst the item Q4 belongs to both Factor 4 and Factor11. The item Q6 only 
belongs to the Factor 10, and item Q5 belongs to Factor 3 and Factor 5. 
 
From the subset of Q7 to Q9, the three items strongly belong to both Factor 1 
and Factor 3.  
 
The subset of Q10 to Q14 has five items which all belong to Factor 1. 
However, the items Q10, Q11 and Q14 also belong to Factor 2, items Q12 
and Q13 belong to Factor 7, and items Q11 and Q14 belong to Factor 9.  
 
From the subset of Q15 to Q19, all items loaded heavily on Factor 1, with the 
exception of item Q17 which belongs to Factor 2 and item Q16 that belongs to 
Factor 10. 
 
With the subset made up of items Q20 to Q24, all items except item Q22 
belong to Factor 1, whilst all items belong to Factor 2. Note that item Q23 is 
not strongly loaded to Factor 2, but it is more strongly involved in Factor 1. 
Item Q24 can be seen to be strongly related to Factor 9 and Factor 10. 
 
From the subset of Q25 to Q27, all items are heavily loaded to the Factor 1. 
The item Q26 also belongs to Factor 5 and Factor 8, and item Q 25 also 
belongs to the Factor 5. 
 
The small subset of Q28 to Q30 has all items belonging to Factor 1. In 
addition, item Q28 belongs to Factor 8 and item Q29 belongs to Factor 2. 
Subset Q31 - Q33 has all items belonging to Factor 3. Whilst items Q31 and 
Q33 belong to the Factor 1, item Q32 belongs to Factor 4 and Factor 8. 
Finally, item Q33 also belongs to Factor 4. 
 
The subset Q34 - Q35 has Q34 belonging to Factor 1 and Factor 4, and item 
Q35 to Factor 2 and Factor 6.  From the subset Q36 to Q37, item Q36 
belongs to the Factor 6 and Factor 8 and item Q 37 belongs to the Factor 2. 
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The final subset, Q38- Q39, has all items belong to the factor 6, but item Q39 
is only a weak contribution. By contrast item Q39 loads heavily on Factor 7. 
 
Support for 11 theory-based factors, using .300 as the inclusion point, are 
summarised below. A number of items are slightly lower than .300 are 
marginally loading as well.  
 
Factor 1 is linked to all items except Q4, Q6, Q17, Q22, Q32, Q35, Q36, Q37, 
Q38 and Q39; 
Factor 2 includes items Q1, Q2, Q10, Q11, Q17, Q 20, Q21, Q22, Q24, Q29, 
Q35 and Q 37; 
Factor 3 has items Q5, Q7, Q8, Q9, Q31, Q32, Q33 and Q38; 
Factor 4 involves items Q4, Q32, Q33 and Q34; 
Factor 5 contains items Q5, Q25 and Q26; 
Factor 6 has items Q10, Q35, Q36 and Q38; 
Factor 7 involves items Q12, Q13 and Q39; 
Factor 8 has items Q26, Q 28 and Q 32; 
Factor 9 contains items Q11, Q14 and Q24; 
Factor 10 uses items Q6, Q16, Q24 and Q36; 
Factor 11 has items Q4 and Q39. 
 
Sorted Rotated Factor Loadings and Communalities: Equamax Rotation 
 
The results of Principal Component Factor Analysis of the Correlation Matrix 
indicated that whilst all items were loaded onto the eleven different factors, 
some items in the same subscale were loaded into different factors. In such 
cases deletion of the item would be the normal decision if the items were 
determined to be un-rotated (Tabachnick & Fidell, 1996).  However, on the 
basis of theoretical discussions presented in the literature combined with the 
previous work on interrelationship factors in the previous chapter, it was 
difficult to justify the deletion of any one of the items. Consequently, the test of 
rotated factor loading and communalities was performed to further align items 
in their most appropriate structure, and the results of this operation are 
presented in Table 75. 
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Table 75  
 
Sorted Rotated Factor Loadings and Communalities of the Equamax Rotation 
 
Variable Factor1 Factor2 Factor3 Factor4 Factor5 Factor6 
Q11 
Q10 
Q21 
Q20 
Q24 
0.758 
0.646 
0.574 
0.544 
0.534 
0.000 
0.209 
0.000 
0.000 
0.000 
Q1 
Q2 
Q34 
Q3 
Q29 
Q37 
0.681 
0.601 
0.547 
0.490 
0.473 
0.471 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
Q7 
Q8 
Q9 
Q19 
0.786 
0.761 
0.674 
0.363 
0.000 
0.000 
0.250 
0.266 
0.000 
0.000 
0.000 
0.000 
0.000 
0.272 
0.219 
0.000 
0.000 
0.000 
0.221 
Q31 
Q35 
Q30 
Q14 
0.720 
0.557 
0.476 
0.393 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.261 
0.000 
0.000 
0.000 
0.000 
0.290 
Q6 
Q25 
Q26 
Q18 
Q5 
Q12 
Q13 
Q23 
 
Q32 
Q33 
Q17 
Q4 
Q28 
Q16 
Q15 
Q39 
Q27 
Q22 
Q36 
Q38 
 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.218 
0.000 
0.000 
0.320 
0.000 
0.000 
0.000 
0.377 
0.000 
0.000 
0.367 
0.000 
0.000 
 
0.000 
0.000 
0.000 
0.000 
0.277 
0.000 
0.261 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.210 
0.000 
0.000 
0.000 
0.000 
0.000 
0.307 
 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.206 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.345 
0.000 
0.000 
0.272 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.319 
0.000 
0.260 
0.616 
0.603 
0.564 
0.518 
0.359 
0.000 
0.000 
0.000 
0.000 
0.000 
0.287 
0.000 
0.000 
0.000 
0.000 
0.000 
0.277 
0.000 
0.000 
0.305 
0.000 
0.000 
0.000 
0.000 
0.234 
0.000 
0.000 
0.247 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.789 
0.732 
0.374 
0.000 
0.213 
0.248 
0.000 
0.000 
0.239 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
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Table 75 Continued Table ...Sorted Rotated Factor Loadings and 
Communalities 
 Variable 
 
Factor7 
 
Factor8 
 
Factor9 
 
Factor10 
 
Factor11 
 
Communality 
 
Q11 
Q10 
Q21 
Q20 
Q24 
Q1 
Q2 
Q34 
Q3 
Q29 
Q37 
Q7 
Q8 
Q9 
Q19 
Q31 
Q35 
Q30 
Q14 
Q6 
Q25 
Q26 
Q18 
Q5 
Q12 
Q13 
Q23 
Q32 
Q33 
Q17 
Q4 
Q28 
Q16 
Q15 
Q39 
Q27 
Q22 
Q36 
Q38 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.395 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.257 
0.000 
0.000 
0.000 
0.245 
0.000 
0.000 
0.000 
0.817 
0.632 
0.361 
0.000 
0.000 
0.000 
0.000 
0.000 
0.229 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.343 
0.000 
0.000 
0.000 
0.299 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.303 
0.000 
0.782 
0.765 
0.220 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.258 
0.000 
0.000 
0.288 
0.000 
0.000 
0.000 
0.386 
0.206 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.336 
0.000 
0.000 
0.000 
0.401 
0.000 
0.340 
0.000 
0.000 
0.233 
0.000 
0.000 
0.268 
0.000 
0.000 
0.590 
0.550 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.346 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.330 
0.000 
0.000 
0.000 
0.276 
0.263 
0.220 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.721 
0.526 
0.433 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.352 
0.000 
0.253 
0.311 
0.000 
0.000 
0.000 
0.000 
0.000 
0.417 
0.248 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.000 
0.209 
0.749 
0.454 
0.642 
0.576 
0.483 
0.488 
0.597 
0.583 
0.507 
0.544 
0.460 
0.493 
0.641 
0.655 
0.638 
0.580 
0.433 
0.653 
0.641 
0.492 
0.436 
0.526 
0.559 
0.631 
0.432 
0.502 
0.682 
0.664 
0.435 
0.695 
0.596 
0.556 
0.644 
0.671 
0.553 
0.553 
0.592 
0.511 
0.531 
0.574 
0.553 
Factor loadings of >0.3 are in bold.  Negative and positive mean different 
direction. 
 
The results in Table 75 allow a decision as to which item relates to what sort 
of subscale and which group of items strongly belong to which factor. It 
appears from the sorted rotated loading text, that items Q11, Q10, Q21, Q20 
and Q24 strongly loaded to the factor 1, since they have a factor loading of 
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>0.5.  Consequently, these items re-formulate a subscale for the “Suggestion 
in Teaching and Learning” scale (STL). 
 
A summary of the other results follows: 
Items Q1, Q2, Q34, Q3, Q29 and Q37 are heavily loaded to factor 2, having a 
factor loading of >0.4. 
Items Q31, Q35, Q30 and Q14 loaded to the factor 3, factor loading of >0.3. 
Items Q31, Q35, Q30 and Q14 strongly belong to the factor 4, having a factor 
loading of >0.3 .  
Items Q6, Q25, Q26, Q18 and Q5, all loaded to factor 5, factor loading of 
>0.3. 
Item Q12, Q13 and Q23 all belong to factor 6, factor loading of >0.3. 
Items Q32, Q33 and Q17 all strongly belong to factor 7, factor loading of >0.3.   
Item Q4 and Q28 very strongly loaded to factor 8, having a factor loading of 
>0.7. 
Items Q16 and Q15 strongly belong to factor 9, factor loading of >0.5. 
Item Q39, Q27 and Q22 all belong to factor 10, factor loading of >0.4. 
Item Q36 and Q38 both strongly belong to factor 11, factor loading of >0.4. 
 
Observational data 
 
Observations were made of science classroom teaching in three Australian 
classes and three Chinese classes. In addition, observations were made of 
two specialised accelerated learning classes in an Australian context. The 
results of these observed classes were used to validate the results of the 
scale development (see Table 76 below).  
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Table 76  
 
Results of Observation for Evidence of Suggestion in Classroom Teaching in 
China and Australia  
     
Australian classes Chinese classes AL classes  
Observation class number 
(45 minutes each class) 
 
1 
90m 
 
2 
 
 
3 
 
 
% 
 
 
4 
 
 
5 
 
 
6 
 
 
% 
 
7 
 
 
8 
 
 
% 
1 Self-suggestion 10 3 7 41% 0 1 4 14% 7 4 46% 
2 Metaphor 0 0 0 0 4 5 7 44% 4 2 25% 
3 Unspoken 
suggestion 
5 0 10 31% 0 0 1 2.7% 2 3 21% 
4 Spoken Suggestion 11 11 10 66.7% 8 9 6 64% 12 9 88% 
5 Negative suggestion 0 0 0 0 3 2 1 17% 0 0 0 
6 Intuitive suggestion 0 0 0 0 3 6 4 36%   0 
7 Direct Verbal 
suggestion 
12 12 11 73% 10 11 6 75% 12 10 92% 
8 Relaxation 12 8 11 64.6% 0 3 2 14% 12 4 66.7% 
9 Logical Barrier 1 0 0 2% 0 1 1 5.5% 0 2 8.3% 
10 Moral barrier 0 0 0 0 0 1 0 2.7% 0 0 0 
11 Intuition barrier 1 0 0 2% 0 1 0 2.7% 1 0 4.1% 
 
 
 
It appears that, from the results based on observation of the various teaching 
situations recorded in Table 76, self-suggestion was not used as frequently in 
the Chinese classrooms (14%) compared to accelerated learning (AL) classes 
(46%) and Australian normal classes (41%).  Clearly, these results indicate 
that self-suggestion is much more common in Australian class teaching than 
in Chinese classroom teaching. Similarly, Unspoken suggestion (Indirect 
Nonverbal Suggestion) was used more often in Australian classes (31%) and 
AL classes (21%) compared to Chinese classes (2.7%). However, by 
contrast, Metaphor was used more often in Chinese classroom teaching 
(44%) than in Australian normal classes (0%) and AL classes (25%).  
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Spoken Suggestion was used frequently in all classes. The frequency of 
usage in Australian normal classes, Chinese classes and Australian 
Accelerated classes were 66.7%, 64% and 88% respectively. Comparatively, 
the score of Chinese classes is slightly lower than Australian normal classes 
and much lower than Australian Accelerated Learning classes.  On the other 
hand, the score of AL classes is much higher than Australian and Chinese 
normal classes. 
 
Differences in scores on Negative suggestion and Intuitive Suggestion 
between Chinese classes and both Australian normal classes and 
Accelerated classes is very significant.  In both Australian classes the 
frequency of usage was 0%, whereas in Chinese classes the frequency of 
usage is 17% for Negative suggestion and 36% for Intuitive Suggestion.  
 
Direct Verbal suggestion was used frequently in all classes. The frequency of 
usage in Australian normal classes, Chinese classes and Australian 
Accelerated Learning classes were 73%, 75% and 92% respectively. 
Comparatively, Australian Accelerated learning classes are much higher than 
Australian and Chinese normal classes whilst in both normal classes; the 
frequency of usage was almost the same. 
 
Relaxation was used frequently in both Australian class types. The frequency 
of usage in Australian normal classes, Chinese classes and Australian 
Accelerated Learning classes were 64.6%, 14% and 66.7%, showing that the 
score of Chinese normal classes is much lower than that of the two Australian 
classes.   
 
Difference in scores on Logical-Rational Barriers and Moral-ethical barriers to 
Suggestion between Chinese classes, Australian classes and Accelerated 
Learning classes is not significant.  In the three classes the frequency of 
response for Logical-Rational Barriers were 2%, 5.5% and 8.3%, while for the 
Moral-ethical barriers they were 2.7%, 0% and 0% respectively. Clearly, all 
scores were very low. Similarly, Intuition-Emotional barriers were not used 
very frequently in all three kinds of classes. The frequency of usage in 
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Australian normal classes, Chinese classes and Australian Accelerated 
Learning classes were 2%, 2.7% and 4.1%. Although these results are low, 
the score on the accelerated learning classes is noticeably higher (close to 
double) that of the Australian and Chinese normal classes. 
 
Some activities represented by subscales such as Spoken Suggestion, Direct 
Verbal Suggestion and Relaxation, were used frequently in all three kinds of 
classrooms. Whilst this is a common feature of all three types of observed 
class teaching, Suggestion was clearly used more frequently in AL classes 
than in either of the other two kinds of classroom. 
 
 
SEM Model Development 
 
Based on the results of the factor analysis in the previous section, AMOS 
Version 3.61 (a Structural Equation Modelling Program) was used to model 
these results and to test the significance level of the model by using the Chi 
square / Degrees of Freedom ratio as an indicator of significance. 
 
In this work, it is intended that all subscales (as measured variables or 
factors) be regarded as predictors of the one latent variable, called 
“Suggestion.”  Measured variables are shown as rectangles in the model and 
latent variables (or constructs) are shown in the form of an ellipse.  Error 
terms are shown as a circle. 
 
Relationship between Suggestion and Learning Style, Depression, Stress and 
Grades 
 
In the early development of this thesis, it was postulated that the STL scale 
could be validated through data on perceptual learning style, depression, 
stress and grade. An early model (Figure 18) attempted to explain these 
relationships. 
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Figure 18.  An early model to explain the relationship between suggestion, 
learning style, depression, stress and grade. 
 
In this work, most factors (or subscales) produced critical ratios that were 
greater than two, (CR>2) which is a suggested requirement for significance 
(Arbuckle, 1997).  Two factors, one in each of the countries, produced a CR<2 
for path coefficients for ‘suggestion-grade’ for Australian students and 
‘suggestion-stress’ for Chinese students, and were consequently set to zero. 
 
Theoretical considerations reported in the literature suggested that there were 
strong relationships between learning styles, stress and depression. As a 
result, auditory and kinaesthetic learning styles, stress and depression were 
co-varied with each other as supported by modification indices in excess of 
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100. The best fit attainable using these changes resulted in a Chi 
square/degrees of freedom ratio greater than two (χ2/df = 11.5). In 
accordance with Arbuckle’s (1997) model fit recommendations where χ2/df <2 
accounts for a good model fit, the model failed to be accepted as an 
explanation of data relationships. 
 
Model for STL Scale Based on Factor Analysis. 
 
An initial model for suggestion based on theoretical considerations and 
supported by factor analysis, is shown in Figure 19.  
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Figure 19.  Initial model for suggestion. 
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Using this approach, whilst all factors (or subscales) produced critical ratios 
that were greater than two (CR>2), the Chi square/degrees of freedom ratio 
was far in excess of Arbuckle’s suggested maximum of two (χ2/df = 10.8). The 
difficulty here is that path coefficients with critical ratios greater than two are 
usually taken to support the findings of the factor analysis as made in the 
previous section, but the high χ2/df suggests a revision of the model structure 
is necessary. 
 
Derived Model for Suggestion 
 
As a result of the contradictory findings of the previous analysis, a close 
scrutiny of the factors was carried out. This indicated that those factors that 
originally contributed to the scale construction might be re-examined as 
theoretically valid changes to the model. Because the 39 items that comprised 
the STL scale were based on suggestion from teachers, suggestion from 
students and barriers to suggestion, the following model (Figure 20) was 
proposed. 
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Figure 20.  Derived model for suggestion. 
 
In this model, there has been a separation of the factors into logical 
groupings, so that they act as predictors for the three latent variables, self-
suggestion (self), teacher suggestion (suggestion) and barriers to suggestion 
(barrier). Critical ratios for all path coefficients were greater than two thus 
meeting the criterion for claiming a satisfactory model development. The Chi 
square to degrees of freedom ratio (χ2/df) was less than two (χ2/df=1.9) 
signifying a good fit of the model to the data. In addition, other fit indices as 
suggested by Arbuckle support this finding (CFI=.99, RMSEA=.04). 
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In achieving this model, it was also found necessary to co-vary the constructs 
of suggestion and barrier.  It was also thought that, theoretically, teacher 
suggestion (suggestion) would have an effect on self-suggestion that was also 
modelled successfully here. This model was tested separately for students in 
China and Australia.  An additional constraint was needed in the form of a 
covariance from the error terms on the measured variables self-suggestion 
(SLS) and direct verbal suggestion (DVS) for Australian students, but not for 
Chinese students. Un-standardized Path Coefficients for each country are 
shown in Table 77. 
 
Table 77 
 
Un-standardized Path Coefficients by Country 
 
Path China Australia 
Self-IS 0.87 0.89 
Self-SLS 1.00 1.00 
Suggestion-MT 0.45 0.50 
Suggestion-INS 0.89 1.07 
Suggestion-SS 1.00 1.00 
Suggestion-NS 0.66 0.97 
Suggestion-DVS 0.43 0.62 
Suggestion-RL 0.00* 0.32 
Barrier-MOB 0.90 0.43 
Barrier-EB 0.56 0.41 
Barrier-LB 1.00 1.00 
   *RL-China explained one percent of the model and was set at zero 
  
Revised Early Model: Relationship of Suggestion (STL) with Learning Style, 
Depression, Stress and Grades 
 
On the basis of the revised model for the STL scale, the early model which 
was used to explain the relationships between the STL scale and perceptual 
learning style, depression, stress and grade, was re-estimated.  Although it 
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was an improvement on the early model, the fit indices indicated that the 
observed data were still not adequately explained by the model. 
 
Strong critical ratios on some factors and weak ratios on other factors 
indicated the necessity for a re-examination of theoretical relationships 
throughout the model. In addition, a lack of relationships linking perceptual 
learning style with other factors in the model led to further revision of the 
model with the exclusion of learning style. 
 
The modification of fit indices and an increase in theoretical rigour resulted in 
the model given in Figure 21. The original χ2/df was estimated at 8.1 that 
implied a poor model fit. However, removal of the perceptual learning style 
elements improved the model fit significantly (χ2/df=2.8).  Further 
modifications, including adding paths from barrier to stress and stress to 
depression and co-varying the error terms on relaxation and stress, improved 
the model fit resulting in χ2/df=2.2 which is a fair fit of the model to the data. 
Other fit indices (RMSEA=.04, CFI=.97) supported the model as fitting the 
data and explaining the relationships among the variables. 
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Figure 21. Final Model: Relationship between suggestion, depression, stress 
and academic grades. 
 
This concludes the data analysis chapter. In the next chapter, a discussion of 
the findings and implications of the work are given, together with some 
recommendations for the use of suggestion in classrooms in China and 
Australia. 
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CHAPTER 7 
 
 
 
DISCUSSION AND FINDINGS 
 
 
Background 
 
In this discussion, the outcomes of the data analysis described in the previous 
two chapters are presented.  In addition, some implications for the work on 
the use of suggestion in Chinese and Australian classrooms are noted. 
 
The Pilot Study 
 
At the outset of this work, a pilot study was carried out as a preliminary 
investigation to the development of the “Suggestion in Teaching and 
Learning” scale and the related SE Model development. This pilot study was 
thought necessary because it was important to establish whether the 
technique of suggestion, as understood in this educational context, was 
present in Chinese teaching practice and, additionally, whether use of 
suggestion as a part of teaching methods varied significantly throughout 
China.   
 
From the results of the pilot study presented in Chapter 3, it was possible to 
make the following conclusions regarding the place of suggestion in the 
Chinese education system. 
 
First, we were able to show that suggestion, as a teaching and learning 
method, was used occasionally in classroom teaching in Chinese schools in 
most circumstances. This finding supported Lozanov’s notion that suggestion 
in teaching and learning has universal character as a process and like other 
phenomena can be “observed in life” (Lozanov 1978, p.56).  In addition, all of 
the 108 teachers involved in the Chinese pilot study, by inverse inference, 
expressed the opinion that suggestive teaching was a regular part of their 
classroom teaching and students’ learning. This conclusion is based on the 
observation that although teachers had not specifically emphasised the use of 
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suggestion in their practice, not one teacher denied the role of suggestion in 
teaching and learning.   
 
This conclusion is further strengthened when noting that the main method of 
classroom teaching in all Chinese schools sampled was suggestive heuristic 
elicitation, a process that is often referred to as "heuristic" teaching. This 
realisation is supported by research carried out by current Chinese scholars 
on educational method. For example, Qing (1994) and Wang (2000) 
discussed the value of teaching by self-suggestion due to Lao Tzu, and Zhu 
(1988) emphasised the value of using suggestion through metaphor for 
developing young peoples' mental ability. 
 
Second, although there are regional and local variations in the Chinese 
schools sampled, generally the pilot study found that teachers’ attitudes to the 
use of suggestion in teaching and learning were similar and positive across all 
the studied schools. This finding implied that even though Chinese teachers 
do not explicitly claim to use suggestion in their classroom teaching, they all 
appear to utilise the method in their teaching since it is clearly a strong part of 
the culture of education derived from Taoism, Confucianism, Maoism, and 
Buddhism. 
 
Upon investigation, the actual use of suggestion in teaching and learning in 
Chinese schools is similar across all regions.  This finding indicates that 
although almost all the sampled schools have not purposively used 
suggestion in teaching and learning in their classrooms, it seems clear that 
teachers may be already using metaphor (Zhou, 2001) and many other 
aspects of suggestive teaching.  As indicated earlier, because the term 
heuristic teaching is used rather than the more correct appellation ‘heuristic 
suggestive elicitation’ the lack of recognition of suggestion in teaching may be 
mainly due to cultural and language definitional problems             
 
A third outcome of the pilot study was that most of the Chinese teachers in the 
sampled schools had also never heard of the concept of accelerated learning. 
Indeed, only a few (< 2%) of Chinese teachers acknowledged use of 
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accelerated learning in their classroom teaching. However, it was also 
interesting to note that most teachers (>70%) liked the idea of accelerated 
learning, and a large majority (85%) of sampled teachers thought that this 
teaching method was very important in teaching students.  
 
Interestingly, over half of the teachers (57%) thought that teaching method 
had something to do with a teacher’s personality, and over 78% of teachers 
recognized that different teachers had different teaching methods or teaching 
styles. Furthermore, about 95% of teachers (103 teachers) thought that 
teaching had to be conducted according to students’ characters. This 
indicated that most teachers still believe in the Chinese traditional teaching 
method (“Yin Cai Shi jiao” [因材施教] which means “educating according to 
students’ aptitudes”) of the Confucian method (Kong Zi, 551-479 BC) (Chen, 
1990).  This strongly implies that it would be a problem in Chinese classrooms 
if the accelerated learning method did not accommodate the diversity of 
teachers' abilities and students' needs and understanding.  
 
This study showed that Chinese teachers' beliefs, through interviews, were 
that teaching methods are an individual matter and very diverse.  Therefore, 
overseas teaching methods such as Accelerated Learning, if used, should still 
be flexible enough to embody individual teachers' various styles after being 
adopted by Chinese teachers in practice. This was a worrying concern about 
AL for Chinese teachers, and future research might be focussed upon the 
question of "In what ways should accelerative learning methods need to be 
modified to account for Chinese cultural backgrounds?" 
 
Another interesting finding of this study was that student preference for 
perceptual learning styles seemed to vary across China. Students’ 
preferences for learning styles in Northern and North-eastern China were 
demonstrated to be toward using the three perceptual functions (Visual, 
Auditory, Kinesthetic) in balanced harmony. By contrast, in the North Western 
and South Western areas of China, students' learning styles appeared to 
show a preference for use of the Auditory function for their learning.  
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However, even though there are variations among these sampled schools in 
different areas, it was found that the average of Chinese students’ learning 
style was not significantly different, suggesting that Chinese students use all 
perceptual learning styles in reasonably balanced proportions.  
 
It appears then, from the results of the pilot study, that the main teaching 
method used in China is a suggestive heuristic method, and although 
suggestion as a teaching or learning method has not fully developed in 
Chinese schools, suggestion is already part of Chinese teaching methods as 
a result of the culturally determined educational heritage. Therefore, in 
conclusion it can be assumed that, based on the test results in the pilot study, 
the two Chinese sample schools were no different in regard to use of 
suggestion in teaching than most other sampled schools. Thus, for the limited 
purposes of this study, the two sampled schools could be considered typical 
of Chinese schools with respect to the development of a suggestion scale and 
related model development, and also for representing China in comparisons 
between Australia and China in topics addressed by the study. 
 
Scale Development 
 
The Cronbach alpha reliability test results indicated that the reliability 
estimates for subscales as a whole for Chinese and Australian participants 
were reasonably high, consistent and reliable (Australian α = 0.85, Chinese α 
= 0.82). The estimate of the scale with all items for all participants was 0.83, 
and as a result all subscales were assumed to be reliable as a whole and all 
items were taken as related to all subscales. 
 
Reliability estimates for Australian participants were higher than the estimates 
for Chinese participants, with the exception of the subscale of spoken 
suggestion and relaxation (Table 8, p. 119). In nine of eleven subscales, the 
STL was more reliable when measuring Australian students than when 
measuring Chinese students. It is possible that cultural and language 
differences may be responsible for the difference in reliability between 
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countries, and the exploration of these possibilities might involve the following 
points or questions: 
 
(i) The scale of Suggestion in Teaching and Learning was designed in the 
English language and according to an Australian cultural background or 
expressed in western way. As a consequence, questions comprising the scale 
were almost certain to have been easier to understand for Australian 
participants and more difficult for Chinese participants, and it would therefore 
be expected that the scale measurements to be more reliable and more 
accurate in testing Australian participants than Chinese participants.  
 
(ii) The differences in estimates may have arisen because there was likely to 
have been some loss in meaning when the “Suggestion in Teaching and 
Learning” scale (STL), designed initially in English, was translated into 
Chinese. As the scale design was based on a western expressive style, when 
it was translated into Chinese there was an attempt to use a similar 
expressive style in a Chinese.  However, according to one translation expert, 
“It is probably best not to consider those translations as exact equivalents”  
(Matsumoto, 1996, p. 267), because English and Chinese are very different 
languages, created in vastly different cultures, and having very obvious 
differences between them. 
 
For example, in Chinese, there are no tenses, and where every Chinese word 
can have only one form, English can have many tenses. Therefore, when an 
item that relied heavily on tense was translated into Chinese, the fact that the 
tense may have disappeared will affects the meaning of the question and, 
consequently, the understanding reached by the Chinese students. Second, 
in English, we can tell when a word is a verb or a noun. In Chinese the same 
word can be both a verb and a noun, and in fact Chinese words can be used 
in many more ways than their English equivalents. Third, the word order is 
very important in Chinese. Whilst in English the word order in a sentence can 
change and the essential meaning of the idea can be retained, this is not 
possible to do in Chinese.  
 
    
 
  - 202 - 
 
 
 
 
Finally, in China there are many different spoken and written dialects (Fang 
Yang) characteristic of different geographical areas. In this project, the scale 
was translated into a standard Chinese (Putonghua), which was suitable to 
the participants in North Eastern China that is called the “Northern Mandarin” 
area (Kelley, 2000). However, the participants from North Western China 
have their own native cultures and idiom (called the culture of “Yellow 
Plateau”) and speak their own dialect which is different from the standard 
Chinese (Mou, 2000;  Euroasiasoftware, 2001). This dialect is called Jin (Qin 
is a simplified name of Shaanxi province).  
 
The above picture relates to all dialects of Chinese in China.  As a dialect, Jin 
is separate from Mandarin (Pan, 1999), and to some extent this might also 
have reduced the reliability of the scale for participants in NW China. 
Fortunately, however, results of reliability estimates on all items and totals for 
all participants in both Chinese schools indicated that most of scores of NW 
participants are not substantially lower than NE participants (Table 78).  
 
    
 
  - 203 - 
 
 
 
 
Table 78      
SLT Scale Reliability Test by Scale & Subscale for Two Chinese Schools 
 
All Items Whole subscales  
Subscale NW 
(N=130) 
NE 
( N =75) 
NW 
( N =75) 
NE 
( N =75) 
SLS .45 .51 .69 .71 
MT .62 .71 .81 .82 
INS .51 .54 .72 .73 
SS .51 .48 .72 .72 
NS .55 .37 .73 .69 
IS .53 .48 .78 .77 
DVS .35 .45 .75 .77 
RL .52 .62 .78 .81 
IB .14 -.041 .78 .74 
LB -.27 .17 .70 .78 
MOB .079 .30 .77 .81 
                  Alpha < 0.90 
 
The reliability estimates of the subscale of Spoken Suggestion for Chinese 
participants are higher than that of Australian participants. The reason may be 
because the teachers in China appear to have considerably more status and 
authority in the classroom than Australian teachers. The teacher has a strong 
influence on students and has been seen with the respect of a sage (Kong Zi, 
551-479 BC) since ancient times. Although this has become lessened in 
modern times, teachers to a large extent still carry the influence of ancient 
times even in modern China. Thus, in the Chinese classroom, the teacher’s 
spoken suggestion would certainly have more influence on Chinese students 
(See Chapter 2).  
 
Estimates of reliability of the three learning barriers for both Australian and 
Chinese participants are quite low. It appears that the main reason for this 
lack of reliability is because each subscale has only two subscale items in its 
representation. In general, the more items there are in a subscale, the more 
reliable the subscale is found to be. It seems that in this project, two items per 
subscale is not enough to reach a reasonably consistent level of reliability for 
these three subscales.    
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Based on the results of the reliability test (Table 10, Chapter 3) for the 
subscales of the three learning barriers for all participants, it suggested that 
the three subscales of Learning barriers should be changed into a subscale 
called Desuggestion, or alternatively to re-structure all items and subscales 
through Factor analysis.    
 
Indeed, it was found that by taking all six items together to form a new 
subscale, the reliability for all items and the subscale increases (α=.0443 for 
all items , α = .069 for total). Thus the reliability of the six learning barriers or 
desuggestion items is improved whilst making no difference to the reliability of 
other items or for the scale as a whole.    
 
Based on alpha tests of reliability, the test of reliability estimates for subscales 
are lower than the estimate for the total scale. This may be indicating that all 
items are very reliable for this “Suggestion in Teaching and Learning ”scale 
(STL), but nevertheless the subscales are not reliable for the STL scale.  As a 
consequence, it is suggested that a test for re-structuring all items is 
performed after a consideration of all the other tests has been completed. 
 
Inter-Correlation Test 
 
The results of the test of inter-correlation for Chinese and Australian 
participants and for all participants demonstrated the following:  
 
First, all items of the Metaphor (MT) subscale are highly internally correlated 
and are also correlated with the appropriate subscale. The three test results 
(Chinese, Australian participants and combined) come to this same 
conclusion, which is supported by the results of reliability test.  Additionally all 
items in this subscale and the subscale itself are reliable and correlated with 
the whole scale (Tables 10,  21 & 32). 
 
Second, based on the three inter-correlation tests to all items in the subscale 
of self-suggestion for Chinese participants (Table 9), Australian participants 
(Table 20) and both participants together (Table 31), a high degree of 
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correlation is observed. There are two exceptions, item Q4 ("I think about 
pleasant things when I am unhappy") and Item Q6 ("When I have a problem, I 
prefer to find out my own solution").  These two items do not appear to belong 
to this subscale, however by removing the items the subscale becomes less 
reliable (α =0.69) than with them (α = 0.72). This is also observed with the 
total scale (α=0.82 to 0.83). Therefore, although a potential statistical artifact 
is possible, it is clear that it is better to keep these two items in the scale at 
this stage. 
 
Thirdly, the three results of the inter-correlation test for Chinese, Australian 
and both participants on the subscale of Indirect Nonverbal Suggestion, 
indicates that item 14 does not correlate with other items of the subscale or 
the whole scale (Tables 11, 22 & 33). After redoing the reliability test for this 
subscale for all participants, the results indicate α = 0.73 (with item Q14) and 
α = 0.75 (without item Q14).  Additionally the results of the reliability test for all 
items of the STL scale (with Item Q14) is α =0. 825 (Table 10) compared to 
the estimate without Q14 of α =0.827. Thus, it appears that without item Q14, 
the reliability test results do not change significantly. The result of an inter-
correlation test with all items demonstrated that item Q14 is correlated with all 
other items and whole STL scale suggesting that item Q14 appears to be 
related to the whole STL scale but does not belong in the subscale of Indirect 
Nonverbal Suggestion.  
 
Fourth, the results of the inter-correlation test of Chinese, Australian and all 
participants on the subscale of Spoken Suggestion (Tables 12, 23 & 34) show 
that all items of the subscale for Chinese and all participants are correlated 
with the exception of item Q15 with Q18, and item Q16 with Q17.  All items 
are not correlated with Australian participants except item Q15 with Q16 and 
Q19. It appears therefore that items Q17 and Q18 may not be correlated 
within the subscale of Spoken Suggestion. The results shown in Table 79 that 
shows the correlation of all items (without Q17 and Q18) in the SS subscale 
indicated that they are significantly correlated at p<.01 level.  
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Table 79 
  
Three Items of SS Subscale Correlation 
 
 Q15 Q16 Q19 
Q15 1   
Q16 .271** 1  
Q19 .215** .253** 1 
            ** p < 0.01 (2-tailed). 
 
 
The results shown in Table 80 and Table 81 of the correlation of all items 
(with Q17 or Q18 included) in the SS subscale indicated that they are not 
correlated with the other items of this subscale. Thus, on this first piece of 
evidence, it seems items Q17 and Q18 may not belong in the STL in their 
current form.   
 
Table 80      
 
Four Items of SS Subscale Correlation Without Q18 
 
 Q15 Q16 Q19 Q17 
Q15 1 .271** .215** .205** 
Q16  1 .253**. .081 
Q19   1 .197** 
Q17    1 
                **  p < 0.01 (2-tailed). 
 
 
Table 81      
 
Four Items of SS Subscale Correlation Without Q17 
 
 Q15 Q16 Q19 Q18 
Q15 1 .271** .215** .064 
Q16  1 .253**. .112* 
Q19   1 .150** 
Q18    1 
                     ** p <  0.01 (2-tailed). 
                     *  p <  0.05  (2-tailed). 
   
However, the reliability test on all items (without item Q17 and Q18) of the 
scale of STL to all participants shows that the Cronbach Alpha estimate of the 
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STL scale drops to 0.34, much lower than the items in the scale (0.83). This 
implies, therefore, that Q17 and Q18 should be retained in the STL scale. 
  
Fifth, the results of inter-correlation test for Chinese (Table 13), Australian 
(Table 24) and all participants (Table 35) on the Negative Suggestion 
subscale show that the three results have the same outcome, and that item 
Q23 is not correlated with other items in the subscale. This suggests that item 
Q23 should be removed from this subscale.  After redoing the reliability test 
on this subscale without item Q23, the reliability alpha improved to 0.68. The 
reliability on the STL scale without item Q23 to all items is α =.0.82 which is 
lower than with the reliability on all items with item Q23 (α=0.83). Therefore, it 
appears that although item Q23 is not correlated with the Negative 
Suggestion subscale, but may be related to the whole scale of the STL.   
However, the margin is so slight, that perhaps the contribution of Q23 to the 
scale is simply an artefact due to the increased number of items in the scale.   
 
Sixth, the results of inter-correlation test for Chinese (Table 14), Australian 
(Table 25) and all participants (Table 36) on the Intuitive Suggestion subscale 
show that for Chinese participants item Q26 is not correlated with Q27 in the 
subscale. However, the results for Australian and both participants indicate 
that all items are correlated with the subscale. 
 
Seventh, the results of inter-correlation test for Chinese (Table 15), Australian 
(Table 26) and all participants (Table 37) on the subscale of Direct Verbal 
Suggestion show that item Q28 is not correlated with other items in the 
subscale. The result of reliability test for the STL scale (without item Q28) is α 
=0.82, which is marginally lower than with item Q28 (α=0.83, Table 10, 
Chapter 4).  This suggests that item Q28 should be kept within the whole 
scale. 
 
Eighth, the results of inter-correlation test for Chinese (Table 16), Australian 
(Table 27) and all participants (Table 38) on the subscale of Relaxation show 
that item Q31 is not correlated with the subscale. The result of reliability test 
within the scale without item Q31 is α = 0.82. This is marginally lower than the 
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previous Alpha score (α=0.83), thus the scale may benefit from keeping the 
item Q31 in the scale. 
 
Ninth, the results of inter-correlation test for Chinese (Table 17), Australian 
(Table 28) and all participants (Table 39) on the subscale of Logical- Rational 
Barrier (LB) show that, the items for Australian and both participants in the 
subscale of LB are significantly correlated at .01 level. In contrast, the items of 
this subscale were not significantly correlated for Chinese participants. It is 
suggested that the reason for this is that the items are generated from the 
literature reported in a western context (Chapter 2).   Many Chinese students 
asked what the items meant when data was collected in Chinese classrooms 
at the early stage of this study, indicating that they may not have been clearly 
understood by the Chinese participants.  
 
Tenth, the results of inter-correlation test for Chinese (Table 18, Chapter 5), 
Australian (Table 29, Chapter 5) and all participants (Table 40, Chapter 5) on 
the subscale of Emotional-Intuition barrier show that that items in the subscale 
of EB are significantly correlated at .01 level for Australian and all participants, 
but were not significantly correlated for Chinese participants. As with the 
preceding subscale it is suggested that the reason for the relatively low 
correlation with Chinese students is that these items are also generated from 
the literature arising out of a of western educational context (Chapter 2), 
leading to a low level of comprehension of the questions.  
 
Finally, the results of inter-correlation test for participants relating to the 
subscale called ‘Moral-ethic Barrier’ indicated that items in the subscale are 
not significantly correlated for Chinese (Table 19, Chapter 5), Australian 
(Table 30, Chapter 5) and all participants (Table 41, Chapter 5).  It appears 
that if items Q38 and Q39 were deleted, a reliability test on all items (without 
items Q38 and Q39) on the STL scale produced α=0.82. This is only 
marginally lower than the reliable score on all items with items Q38 and Q39 
(α=0.83). 
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In summary, the results of inter-correlation of all items and subscales for the 
STL scale suggested that the selected items are correlated with the STL scale 
and in most cases are also correlated with the subscales. There are, in a few 
instances, items that are not correlated with a particular subscale, but do 
correlate well with the STL scale. Given the results of reliability and inter-
correlation test, it is still somewhat difficult to judge the universality of the STL 
scale, and it is suggested that there needs to be further investigation 
performed on the construction of the STL scale in order to justify its 
rationalization for a test of suggestion in classroom teaching and learning in a 
multicultural context.  
 
Two sample t-test and Confidence Interval for Measured 
Variables Between the Two Countries 
 
As a result of the two sample t-tests that were performed to test the difference 
between responses from students from the two countries, a number of 
similarities and differences in the effects of two different kinds of classroom 
teaching were demonstrated. Real differences occurred between the 
participants of two countries on variables such as depression, stress, learning 
style (VAK) and academic grade scores, and implications of these differences 
are discussed below. 
 
With respect to academic depression, results (Table 45, Chapter 5) indicated 
that because the score of Australian participants was higher than that of 
Chinese participants, Australian participants are more depressed than 
Chinese participants.  However, based on the literature review relevant to 
Chinese students’ stress and depression (Chapter 2), it would be expected 
that Chinese students would be more depressed than Australian participants, 
given their learning conditions.  It may be that Chinese students are in a 
constant higher situational depressive state than their Australian counterparts, 
and they have thus become inured to this situation. As a result, Chinese 
students may have developed abilities for coping with situations that might 
ordinarily lead to depression that is different from that of the Australian 
participants.  
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In addition, the scale used to measure depression was designed and based 
on the criteria and cultural context of Western society. It was found, from 
queries about items included on this scale during administration in Chinese 
classrooms, that a significant number of items in the scale were not actually 
recognized as a feature of depression by Chinese students, based on their 
cultural and moral context.  As a consequence, it can be appreciated that 
when Chinese participants were told to answer the questionnaire according to 
their own cultural understanding that the results for Chinese participants on 
depression was lower than that for Australian participants. 
 
The difference on score of stress between Chinese and Australian 
participants (Table 46)  is not significant, even though the Australian student’s 
score is slightly higher than that of Chinese student. This result was not 
expected, because, as stated in a previous survey, based on a typical 
Chinese student’s school timetable we would have assumed that Chinese 
students would evidence much more stress than Australian students with 
regards to workload. There are three reasons that can be proffered to explain 
this somewhat unexpected result.  First, there are differences in the criteria for 
what is regarded as stressful. For example, Chinese students perceive stress 
in terms of such statements as “Having trouble getting to sleep”, “getting a 
headache” because they recognize these as similar to previous experiences 
than were defined as stressful. However, other phenomena described as 
“Clenching your teeth” or “starting to shake all over” were not recognized as 
symbolising stress, resulting in a decreasing score for Chinese students.  
 
The second reason for a difference in scores on the stress scale is one of the 
scale interpretation. The Physical Stress Indicator Checklist (Owens, 1992) 
was designed for Australian students in English, and as this was a 
comparative study, it had to be translated into Chinese to test Chinese 
students. As with other instances of translation, it is suspected that there may 
be some loss in meaning, which may have resulted in a decrease in the 
scores for Chinese students.   
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The third reason that is postulated here is based on the participant’s personal 
ability to cope with stress. As was mentioned previously, Chinese students 
tend to undertake their learning in a seriously stressful condition for long time. 
They are used to this situation, and having survived to the upper levels of 
High school are not sensitive to stress even though the stimuli for stress are 
very high (Qin & Chen, 2000). 
 
Results of this investigation have shown that the difference on score of 
Visualization (learning style) between Chinese and Australian participants is 
slight and not significant (Table 47, Chapter 5), a finding that was supported 
by the results gained from the pilot study (Table 7).  It suggests that Australian 
and Chinese students make equal use of their visual learning modality in a 
learning situation. However, the difference on score of auditory (learning style) 
between Chinese and Australian participants is significant (Table 48, chapter 
5).  The score of Chinese student is higher than Australian students, which is 
supported by the results of the pilot study (Table 7). It is suggested that the 
reason why the Chinese score was higher than that for Australian participants 
is to be found in the Chinese teaching method. As we concluded in pilot study, 
the main teaching method currently used in China is the suggestive heuristic 
method that is teacher-dominated in the classroom. The main feature of this 
method is talking, speaking, lecturing and instruction of the students. Students 
listen to what the teacher tells them in a situation originally used by Confucius 
(551–427 BC).  
 
By sharp contrast, the difference on score of Kinaesthetic learning style 
between Chinese and Australian participants is significant (Table 49, Chapter 
5) with the Australian students’ scores being higher than that of Chinese 
Students. This finding was also demonstrated in the results of the pilot study 
for the scale development, and it arises from the observation that in the 
Australian classroom, students are encouraged to trial new ideas, build 
models and so on. There are more activities, such as performance and 
demonstrations in Australian classroom teaching. In a Chinese classroom, 
teaching order and discipline have been emphasized since the ancient times. 
A student’s task in the classroom is to listen to what the teacher is talking 
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about, and any foreign activities that occurred in class were thought to be 
disrespectful to teachers. Thus, the educational philosophy between the 
countries is very different since Chinese teachers do not think that student 
can learn something through activities in classroom.  On fostering student 
development, the Confucian traditional saying is very influential: “the 
gentlemen should be good at speaking, not at activities”.  
 
Factor Analysis 
 
As stated in Chapter 6, the results of the un-rotated factor analysis test 
indicated that all items were loaded strongly on eleven factors (Table 74). This 
meant that all items were found to be reliable in the whole scale of Suggestion 
in teaching and learning, and that none could be deleted.  It was also very 
hard to decide an items’ position in the scale, and consequently a sorted 
rotated factor analysis was performed to test for further scale development. 
 
In Chapter 6, Table 75, after a sorted rotated factor analysis, many items 
loaded on different factors.  Because of this, items were restructured into 
different subscales and these constituted an Adjusted Suggestion in Teaching 
and Learning Scale.  
 
Adjusted Scale of STL 
 
The “Suggestion in Teaching and Learning” scale after adjustment according 
to the results of the rotated factor analysis are outlined in Table 82. These 
new subscales were formulated on the results of the sorted rotated factor 
analysis (Table 75, Chapter 4) as follows: 
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Table 82     
 
Data-based Adjusted Subscales for STL          
                                                                                                                                                   
No. Subscales Item No. 
 
1 
 
Suggestive Power of Teacher 
Inference  
Q 11 
Q10 
Q21 
Q20 
Q24 
 
2 
 
Self-suggestion 
Q1 
Q2 
Q34 
Q3 
Q29 
Q37 
 
3 
 
Metaphor suggestion 
Q7 
Q8 
Q9 
Q19 
 
4 
 
Suggestion of Enjoyment  
(Goal of AL) 
Q31 
Q35 
Q30 
Q14 
 
   5 
 
Self-confidence 
Q6 
Q25 
Q26 
Q18 
Q5 
 
6 
           Purposive Suggestion 
(intentional suggestion) 
Q12 
Q13 
Q23 
 
7 
Perceptual Environment  
(Learning Environment) 
Q32 
Q33 
Q17 
8 Self-suggestion for Happiness 
(Wellness) 
Q4 
Q28 
9 Teacher Influence. 
 
Q16 
Q15 
 
10 
 
Perfection Seeking 
Q39 
Q27 
Q22 
 
11 
Learning Difficulty  
(Learning Barrier) 
Q36 
Q38 
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Items of the Adjusted Scale 
 
Table 83 lists all items of the adjusted scale for Suggestion in Teaching and 
Learning. 
 
Table 83     
Adjusted scale of “Suggestion in Teaching and Learning” 
 
 Suggestive Power                    I am affected by the teacher’s facial expression to me. 
 Teacher inference                        My teacher’s behaviour to me affects my learning.                                                                                                            
                                               Sometimes other peoples’ opinions affect my marks 
                                               It upsets me when I am criticized in class. 
                                                            It keeps on affecting me once I have been criticized.      
Self-suggestion                         In class, I prompt myself to stay on task. 
                                 When learning, I tell myself to remember things.                                        
                             Learning is hard work so I have to keep my head down                                                      
                                               I encourage myself to get good marks in school 
                                               I can easily recall things the teacher has emphasized and repeated.            
                                               Learning is hard work—so I want to give up.         
Metaphor suggestion                 When learning, I enjoy examples or stories.                                                          
                                               Descriptive stories help me understand ideas in class 
                                               I relax when stories are told in class 
                                               I like teachers to use pictures as part of teaching.        
Suggestion for Enjoyment         I find learning enjoyable and fun 
                                                     Learning isn’t easy, so learning can’t be fun and easy to do. 
                                         It helps me learn when I repeat things over in my mind 
  In class, I like to have eye-contact with my teacher.   
Self-confidence                         When I have a problem, I prefer to find my own solution. 
                                                           When I learn through intuition, I sense things that have not been said. 
                        I feel pretty confident when I have a good hunch about something. 
                  I can remember my teacher’s voice and intonation. 
I am confident in class.          
Purposed Suggestion               I can tell how well I am doing from my teacher’s attitude to me.                                                         
                                           I can tell if I am in good favour from teacher’s attitude.   
                          Sometime criticism makes me try to improve 
Perceptual Environment            In class, we have music in the background.                                                     
                        In class, we use posters, pictures and videos as part of lessons 
                          I like background music in class.              
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Self-suggestion for Happiness I think about pleasant things when I am unhappy.                                                 
                                                           I can get rid of unhappiness by concentrating on something else.           
Teacher Influence                    Teacher’s opinions have a great influence on my school work.                                       
            Teacher’ advice helps my school grades.             
Perfection Seeking                   Learning is so important so I do not take the first answer I think of.               
                             I often instinctively feel it when there is a problem with my work. 
                           I don’t like criticism even when I deserve it. 
Learning Difficulty                    When I am bored and exhausted it is useless to try to learn.   
                                     Learning is not easy, so it must be difficult and it take lots of work.                                                                                                                                             
 
The results of the Cronbach alpha reliability test for the adjusted scale for 
“Suggestion in Teaching and Learning” are given in Table 84. 
    
Table 84   
 
Reliability for the Adjusted STL Scale by Subscale and Total for Chinese and 
Australian Participants.   
 
 
Subscale 
 
China 
(n=205) 
 
Australia 
(n=139) 
All participants 
(n=344) 
With total 
 Suggestive Power 
Teacher inference 
.76 .78 .77 
Self-suggestion .71 .69 .71 
 Metaphor .77 .79 .78 
Suggestion of 
Enjoyment 
.65 .69 .66 
Self-confidence   .75 .73 .74 
 Purposive 
suggestion 
.80 .79 .80 
 Perceptual 
Environments 
Suggestion 
.79 .71 .78 
Self-suggestion for 
happiness 
.86 .86 .86 
 Teacher Inference .82 .85 .83 
 Perfection Seeking .75 .76 .76 
 Learning Difficulty .85 .79 .81 
Total .73 .78 .75 
     
         Alpha < 0.90 
 
The results in Table 84 demonstrate the increased reliability of the adjusted 
scale over the original scale. The Cronbach Alpha reliability for the total scale 
    
 
  - 216 - 
 
 
 
 
for Australian and Chinese Participants is α= 0.75. The reliability of all 
subscales for Chinese participants are reliable at α = 0.73), and for the 
Australian participants this was α = 0.78). Although the results of the alpha 
reliability test for Australian and Chinese participants are different from the 
total, they are so close as to suggest that the items may have been 
interpreted in a similar manner by both groups. This is supported by the 
observation that the Alpha Reliability for all subscales is also very close.  
 
The adjusted “Suggestion in Teaching and Learning” scale with its associated 
subscales, gives better subscale reliability compared to the original 
“Suggestion in Teaching and Learning” scale. This can be determined by 
comparing Table 10 with Table 83. It is also worth noting that in this adjusted 
scale, the most reliable subscale is “Self Suggestion for Happiness,” (α= 
0.86), whereas the weakest subscale is “Suggestion of Enjoyment,” (α= 0.66).  
 
Importantly, we should note here that although reliability has been markedly 
improved with the adjustments, it is important to realise that the data has 
forced a different set of factors to those originally intended.  
 
Inter-correlation Between Subscales in the Adjusted “STL” Scale 
 
An inter-correlation between the subscales was performed to test whether all 
the adjusted subscales were correlated internally and to the adjusted 
Suggestion in Teaching and Learning “ Scale. Table 85 presents the results of 
this inner-correlation between the subscales in the adjusted STL scale. 
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Table 85         
 
Correlation Test for All Subscales in the Adjusted Scale of Suggestion in 
Teaching and Learning.   
   
 SPTI SLS  MT SE SC PGS PE SLSH TI PS LD    
SPTI 1                     
SLS .233** 1                   
 MT .233** .265** 1                 
SE .118** .483** .266** 1               
SC .177** .259** .271** .310** 1             
PGS .244** .349** .374** .298** .340** 1           
PE .308** .169** .121** .143** .249** .107* 1         
SLSH 
.090 .220** .260** .227** .159** .225** .180** 1       
TI .372** .379** .279** .270** .255** .384** .231** .164** 1     
PS .392** .198** .127** .142** .202** .085 .176** .035 193** 1   
LD .107** .268** .148** .218** .196** .188** .045 .065 .053 .020 1 
        **.  p <  0.01 level (2- tailed). 
         *.  p <  0.05 level (2- tailed). 
 
 
The subscales for the adjusted scale of the “Suggestion in Teaching and 
Learning” were simplified as “SPTI” (Suggestive Power of Teacher 
Inference, Q10, Q11, Q20, Q21, Q24) , “SLS” (Self-suggestion, Q1, Q2, Q3, 
Q27, Q34, Q37),  “MT” (Metaphor suggestion, Q7, Q8, Q9, Q19) “SE” 
(Suggestion of Enjoyment,  Q14, Q30, Q31, Q35),  “SC” (Self-
confidence,Q5, Q6, Q18, Q25, Q26),  “PS” (Purposive Suggestion, Q12, 
Q13,Q23)  “TI” (Teacher Influence, Q15, Q16), “PS”(Perfection Seeking, Q 
22, Q27, Q39) and “LD” (Learning Difficulty, Q36, Q 38) . 
 
The results of inter-correlation test to the adjusted STL scale as summarized 
in Table 85 show that all subscales are significantly correlated at the p<0.05 
level with the exception of the subscales: 
LD (Learning Difficulty) with PE (Perceptual Environment) r= 0.05, SLSH 
(Self-suggestion for Happiness) r= 0.07, TI (Teacher Influence) r= 0.05 and 
PS (Perfect Seeking) r= 0.02. 
PS (Perfect Seeking) with PSG (Purposive Suggestion) r= 0.08 and SLSH 
(Self-Suggestion for Happiness) r= 0.04. 
 
Comparatively, when based upon the criterion of inter-correlation, the 
adjusted scale of Suggestion in Teaching and Learning appears far more 
reliable than the original version since the inter-correlations between the 
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adjusted subscales (Table 84) are higher than that for the original subscales 
(Table 44). Hence, coupled with the improved reliability as demonstrated 
using Cronbach’s alpha, the adjusted scale can confidently claimed to be 
more reliable than the original scale. At this time, an analysis of cultural 
differences using the adjusted Suggestion in Teaching and Learning scale 
has not occurred, since this would have required the development of a new 
set of research questions.  Future study in this area may address such 
questions. 
 
Analysis of Research Questions 
 
 
The study was guided by the following main research question that was 
initially presented in Chapter 1 of this study: 
 
What is the effect of suggestion in teaching on student academic 
achievement (grade) and personality (learning style, stress and 
depression) in Australian and Chinese types of classrooms with 
different educational environments? 
 
In this study, the concept of ‘Suggestion’ was examined from two perspectives 
of type and level. The educational environments examined included both 
Australian and Chinese classrooms, with the dependent variables being 
student achievement in science and personality measures such as learning 
style, academic result, stress and depression. 
 
By classifying suggestion into type and level, the questions became: 
 
What is the effect of the type and level of suggestion on student 
achievement measured as a grade score and personality characteristics 
such as learning style, stress and depression, in a Chinese educational 
environment? 
 
What is the effect of the type and level of suggestion on student 
achievement measured as a grade score and personality characteristics 
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such as learning style, stress and depression, in Australian educational 
environment? 
 
Each of the above research questions was tested by gathering data using the 
“Suggestion in Teaching and Learning ” scale (STL) developed in the first part 
of the study, and carrying out a difference analysis between mean values for 
types and levels of suggestion and variables (learning style, depression and 
stress) of the STL for Australian and Chinese participants (Table 73, Chapter 
5). The answers to these research questions are discussed in turn below. 
 
From the preliminary pilot study, it was concluded that the Chinese teaching 
method is mainly in the suggestive heuristic style, and therefore even though 
suggestion was not recognised as a significant focus in teaching, it still exists 
in an important way. The results of questionnaire based on the STL scale also 
demonstrated the existence of suggestion in teaching and learning in the 
Chinese classroom. The t-tests that were carried out on the difference in 
mean values were intended to show there are different types and levels of 
suggestion in Chinese classroom teaching and learning.  
 
The results showed that Self-Suggestion had no significant affect on student’s 
academic grade, stress, depression and learning style in the sampled 
Chinese classrooms. Similarly, the use of Metaphor, Indirect Nonverbal 
Suggestion, Direct Verbal Suggestion, Logical-rational Barrier, Emotional-
Intuition Barrier, Moral-Ethic Barrier and Spoken Suggestion also had no 
affect on these students. However, Negative Suggestion affected Chinese 
student’s depression, but not student academic grade, stress and learning 
style in sampled Chinese classrooms. Even though Chinese teachers may 
think that the negative suggestion is a very important teaching method and 
use this method so frequently, it does make student feel more depressed. 
 
Intuitive Suggestion had an affect on Chinese students with regards to 
depression and stress but it did not affect academic grade and learning style 
in classroom teaching. Consequently, a teacher’s use of intuition suggestion 
in class may cause an increase in student’s stress and depression. Finally, 
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Relaxation had an effect on the stress level of Chinese students, but no effect 
on academic grade and learning style (VAK) in the Chinese classroom.  
 
For Australian participants, Self-Suggestion, Logical-rational Barrier and 
Relaxation affected the students’ academic grade, but had no affect on 
student’s academic stress, depression and learning style. By contrast, 
Metaphor, Indirect Nonverbal Suggestion, Spoken Suggestion, Intuitive 
Suggestion, Direct Verbal Suggestion, Emotional-Intuition Barrier and Moral-
Ethic Barrier had no affect on Australian student’s academic grade, stress, 
depression and learning style (VAK) in sampled Australian classrooms at all. 
Finally, Negative Suggestion affected Australian student’s levels of 
depression and stress, but not student’s academic grade and learning style in 
sampled Australian classrooms, and as a result Australian teachers do not 
encourage the use of negative suggestion.  
 
Discussion 
 
 
One of differences of suggestion use in teaching and learning between the 
Australian and Chinese classrooms is that learning and teaching in the 
Chinese classroom usually appears simply to occur in one or two ways. The 
use of Auditory and Visual learning ability was the main teaching and learning 
method in traditional Chinese education, and these modalities were 
maintained in learning and teaching by the Taoist, Confucian and Buddhist 
(“Chan”) scholars.  It is interesying to note that although educators in China 
did not emphasise the kinaesthetic learning style to any significant extent 
apparently Chinese students do use the kinaesthetic learning style, but in a 
more unconscious way. It is worthy of note that Chinese educational policies 
(Pan, 1999) emphasise overall development of a student in three aspects: 
morality, intelligence and physical education.  Clearly the need for 
kinaesthetic learning ability has been limited here to physical education, and 
no allowance for kinaesthetic learning style is made in classroom teaching in 
China because of the stated need to protect the moral and intellectual aspects 
of teaching and learning.   
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In sharp contrast, western classroom teachers use all three modalities of 
learning styles, but (to this Chinese observer) appear to tend to particularly 
focus on the kinaesthetic learning style. According to educational psychologist 
Tony Stockwell: “We now know that to learn anything fast and effectively you 
have to see it, hear it and feel it” (1992). One can observe that there are lots 
of activities in Australian classroom teaching, and the style is more open and 
relaxed compared to the Chinese classroom teaching method. 
 
As a consequence, one important reason for why Chinese overseas students 
have difficulty in getting used to Australian teaching in an Australian 
classroom, may be because of this increased use of kinaesthetic learning 
style. Chinese students are more used to teachers talking, which is the 
heuristic style, and having highlights written on the blackboard. They are not 
used to learning something through the use of touch and associated activities.    
 
Suggestion in Teaching and Learning (Accelerative Learning) 
 
Accelerated learning as a new teaching and learning method has a number of 
advantages and disadvantages when compared to traditional teaching 
methods. Using suggestion in teaching and learning is a recent, novel and 
effective set of educational methods, but the development of accelerative 
learning principles and practices is still in its infancy. There are many issues 
that need further examination, and the ‘prerequisite of suggestion’ is one such 
issue that has been engaged within this study.  
 
One of the main reasons that the reliability of the scale development in a 
cross-cultural context has been affected is that the understanding of the 
questionnaire items has been problematic. The basis of the problems involved 
in the translation of the English version scale into Chinese have been 
discussed earlier, and this has certainly made simple comparison of the 
results obtained on the scale of “Suggestion in Teaching and Learning” 
difficult across cultures.  
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As a result of this experience, it is suggested that items should be generated 
on the basis of considerations of the culture of both countries because the 
concepts of suggestion inherent in Australian and Chinese philosophies 
appear to have differed throughout history. This current study has revealed 
some of the pre-requisites that should be considered before the accelerated 
learning method is used for teaching students with different cultural 
backgrounds. 
   
First, it is essential to understand the cultural background of teaching 
objectives. In multicultural countries such as Australia, Canada and other 
countries that have vigorous immigration policies, there are many classrooms 
that have an international student class setting. In such situations, a teacher 
who is intending to teach using accelerated learning principles needs to 
clearly understand and account for the cultural backgrounds of the 
international students. The different learning cultures brought by students 
from their home countries can be a significant barrier to students’ learning if 
they are not consistent with the way that the teachers approach learning 
tasks. Students from different cultural backgrounds interpret information in 
different ways, and as a result may respond differently.  
 
As a simple example, consider the concept of “winter”.  Students who come 
from a hot climate area may expect temperatures in the depth of winter of six 
and ten degrees Centigrade, but students from a cold climate will think the 
temperature for winter should be between thirty degrees below zero and zero 
degrees Centigrade.  Clearly there will be different understandings generated 
for students from different backgrounds when such a concept is introduced. 
The implication here is that if the students understand concepts that the 
teacher is introducing in their own terms, the teacher should be aware of the 
range of interpretations that could emerge by being informed about the 
students’ previous educational experience and cultural backgrounds.  
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Teaching According to Students’ Personality  
 
There is a question emerging regarding the appropriate standards for 
conducting suggestion in teaching and learning. According to the Confucian 
theory “everyone can be educated”, but it is important for the teacher to be 
“educating according to students’ aptitudes” (Giles, 1910). Thus, another 
prerequisite for accelerative learning used in teaching, and indeed possibly for 
any kind of teaching approach, is knowledge of a students’ personality.  
Based on the results of this study that has indicated the difference that a 
teaching approach has on a student’s level of stress and depression, teaching 
should not be performed in ignorance of student’s personal attributes, such as 
learning style, especially for overseas students or those from an immigrant 
background,     
 
It is claimed here that accelerated learning systems can help the teacher 
achieve a better understanding of their student’s backgrounds, and make 
learning a much more enjoyable and satisfying experience. The aim of 
accelerated learning is to help a student grasp a kind of knowledge or a skill 
effectively in a short time and in a way that empowers the student. In the light 
of the above discussion, the question arises of how students achieve these 
same aims if they have different characters, personalities, learning styles, 
knowledge and cultural backgrounds? The answer might lie in the suggestive 
teaching approach, since this is thought to be a method suitable for everyone, 
and has been found to increase the learning effect as much as 1000% at the 
beginning (Lozanov, 1978). The prerequisite for this assertion is that 
“everyone can be educated” or “everyone can learn”, therefore, if the cultural 
learning and personal barriers were removed, accelerated learning methods 
may improve both learning effects and affect in a significant way. 
 
Solo- or Multi- teaching or Learning Approaches 
 
In principle, any mono-learning approach can help a student eventually 
achieve their educational goal. Analysis of the current teaching methods used 
in Chinese classrooms indicates that the Chinese approach to teaching is 
    
 
  - 224 - 
 
 
 
 
consistent with solo or mono learning in that it involves a heuristic basis. As a 
result, accelerated learning will certainly not hamper a student’s development 
because in the accelerated learning method, a solo approach was combined 
with other methods or factors.  
 
From the point of view of typology, the Chinese teaching and learning 
approach has the same typological character that is associated with 
accelerated learning, namely both of them involves a comprehensive 
approach.  By comparison, however, accelerated learning utilises more 
learning factors than the Chinese heuristic approach, where the kinaesthetic 
modality is not included. It now raises the question of the extent and type of 
contribution that the kinaesthetic learning style makes to the teaching and 
learning experience during AL classroom teaching. Also, there is the question 
of what happens with students during the Chinese approach to teaching and 
learning when kinaesthetic learning style is not included. These are some 
research questions that might be considered in a further study of accelerated 
learning carried out in a different cultural background. 
 
SEM Model Development 
 
Finally, this investigation has attempted to produce a model to demonstrate 
the development of the STL scale pictorially, and to further validate the 
findings of the factor analysis that have been performed. The developed 
model (Figure 21) was also used to explain the various relationships between 
suggestion in teaching and learning and the variables, stress, depression, 
grades and learning style (VAK). However, the original model failed to 
adequately explain these relationships, and it was found that further 
modification to the model was necessary.  
 
The STL scale was shown to satisfy the conditions for model development 
after a series of suggestions from theory were included in the model (Figure 
22) The scale was shown to improved if it was broken down into three sub 
scales (Self, Suggestion and Barrier), with the original subscales factored 
onto these. This modification has emphasized the difficulty in formulating a 
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scale to measure “Suggestion in Teaching and Learning” by suggesting 
further complex relationships between the measure subscales, which were 
not correlated. The new subscales were themselves related as can be seen 
on the diagram. 
 
This new scale suggested a direct causal link between suggestion and self, 
with a covariance between suggestion and barrier. Thus, what a student may 
think about themselves in regards to learning may be effected by what the 
teacher says during the lesson. This model led to the development of an 
adjusted model that explains the further relationships between stress, 
depression, grades and learning style with the STL scale (Figure 23) 
 
It is important to note that learning style (VAK) does not feature in this model, 
suggesting that no relationship exists between learning style and suggestion 
in teaching and learning. The subscale, “Barrier” had a direct affect on stress 
but not depression or grade scores. All three variables (stress, depression 
and grades) were directly related to “self” and indirectly to suggestion through 
self. 
 
It would be interesting to test the relationships between the measured 
subscales (IS, SLS and so on) with stress, depression and grades to 
determine whether the model can be further simplified into a series of simpler 
models. This was, however, outside of the boundaries of this study but may 
warrant further study at a later date. 
 
Given the results of this study, it can be determined that the original STL scale 
may be better used in its modified form as suggested earlier, or in the form 
developed above during model development. This serves to demonstrate the 
complex nature of studying “Suggestion in teaching and learning” and, in 
particular, the need to consider the cultural influence of other countries in its 
use. 
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Conclusions and Recommendations 
 
The STL scale has been thoroughly researched and commented on in this 
and earlier chapters.  Where limitations have been pointed out, there are 
many ways in which further research can improve on findings within this and 
earlier studies.   Some of the more obvious ways are: 
 
Future research in the field of suggestion could build on initial theory-based 
STL scale by improving more obvious limitations such as:   
• Building subscales to a minimum of 6 items each. 
• Analysing aspects of weak and strong items in the scale to identify 
underlying aspects of item weakness and strength. 
• Restructuring weak items  
• Exploring a combination of early STL scale and Adjusted STL scale. 
• Cooperative research by researchers versed in both cultures and 
languages. 
• Suggestion based models using causal structural equation modelling and 
including biological, psychological, sociological and spiritual variables. 
• Combine results from SEM causal models with alternative research tools 
such as personal construct theory, story-based and a range of qualitative 
methods blended with theory underlying the Suggestion in Teaching and 
Learning scale.   
  
To contribute to the field of educational research this study has 
• Extracted theoretical constructs of suggestion from a literature review 
• Compared the educational application of suggestion in two major cultures 
• Developed an inventory of suggestion in education 
• Developed some early SEM models of suggestion and achievement and 
personality variables 
• Made an early inspection of Chinese and Western cultures and suggested 
aspects that may assist the improvement of education. 
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 VAK Preference Indicator 
 
 
Do this test quickly, choosing the first answer that comes to mind, or the one that occurs the 
most often, then add the total number of a’s, b’s and c’s and write in the answer at the bottom 
of the page. 
 
1 When relaxing I prefer to:                2   When trying to remember people I tend to: 
 (a)  read or watch television                     (a)  remember faces but forget names                                                       
 (b)  listen to the radio or music                (b)  remember names but forget faces                                                                         
 (c)   play sport                                  (c)  remember what I did with them 
 
3 When I am concentrating I get           4    I learned most about traffic rule from: 
       most distracted by:  
  (a)   untidiness                                           (a)  the road code book 
  (b)   noise                                                  (b)  what the driving instructor said 
  (c)    people or things moving around       (c)   the driving experience 
 
5     I solve problems most easily by:           6   If I had to wait for a bus I would: 
       (a)   writing or drawing out possible solutions        (a)  watch people or the scenery 
       (b)   talking through possible solutions       (b)  talk to myself or talk to others 
       (c)   hands on experience                             (c)  fidget, walk around 
 
7   To show sympathy I would most likely:   8  I try to spell out a new word by: 
       (a)  write a card to the person                          (a)  writing to see how it looks 
       (b)  telephone the person                                 (b)  sounding it out 
       (c)  visit the person                                          (c)   writing it to see how it feels 
9   Of the arts I prefer to go to:                       10   When I get angry I tend to: 
       ( a)  art exhibitions                                               (a)  go quiet and fume silently 
       (b)  music concerts                                               (b)  shout and yell 
       (c)   theatre- plays, opera and dance                     (c)   storm off, bang things 
11  In class I prefer:                                         12   The video I would choose is: 
        (a)   diagrams and pictures                                 (a) drama 
        (b)   lectures and discussions                              (b) music 
        (c)   experiments and activities                           (c)  action, adventure 
13    I know what mood someone is in:           14   I prefer the humour of: 
           (a)  by looking at their face                              (a)  comics and cartoons 
           (b)  by listening to their voice                          (b)  comedians who talk 
           (c)  by noticing their gesture                             (c)  slapstick  action 
15    At a party I spend most time:                  16   I prefer something explained by: 
          (a)  watching what is happening                   (a)  diagrams, pictures, maps, graphs 
          (b)  talking and listening to others                (b)  talk, lecture 
          (c)  circulating around or dancing                 (c) demonstration 
17    In class I like it best when we are:            18  I learn in sport when the coach: 
         (a)  writing or doing worksheets                      (a)  explains using the whiteboard 
         (b)  listening to the teacher talking                  (b)   talks about the skill 
         (c)   moving around, doing things                    (c)   demonstrates the skill 
19     In the evening, on a trip, I would:           20    I would prefer my parents to like: 
          (a)   play cards                                                   (a)  the same movies or TV 
          (b)   tell jokes and listen to them                       (b)  the same music as me 
          (c)   play with a ball(ie: football)                      (c)  the same sports or activities 
Totals:       (a) _________   V      (b)   _____________  A    (c)  ____________   K 
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Name: _____________________________              Sex  _____M/F_____ 
 
School:  _______________________________            Grade:  ___________        Age:   ___________                
 
Your answers and personal information will be kept confidential.  No one at the school will know how 
you answered these questions. 
Please circle only one answer of each sentence.   There are no right or wrong answers.  
 
A:  Always =5   Mostly =4    Often =3   Sometimes=2      Rarely =1        Never=0       
B:  Teacher =9   Self   =    8   Classmate = 7    other  = 6 
Example.  If you like to eat while studying at home you might answer like this 
1.   (    5    )  (         7          )   When learning at home I also like to have something to eat like lollies.                    
                   A               B                                                                                                           
1. (        )  (                   )   In class, I prompt myself to stay on task.           
2. (        )  (                   )   When learning, I tell myself to remember things.                                        
3. (        )  (                   )   I encourage myself to get good marks in school.                                                    
4. (        )  (                   )   I think about pleasant things when I am unhappy.                                                  
5. (        )  (                   )   I am confident in class.                                                                                         
6. (        )  (                   )   When I have a problem, I prefer to find own solution.                                                      
7. (        )  (                   )   When learning, I enjoy examples or stories.                                                           
8. (        )  (                   )   Descriptive stories help me understand ideas in class.                                           
9. (        )  (                   )   I relax when stories are told in class.                                                      
10. (        )  (                   )   My teacher’s behaviour to me affects my learning.                                                
11. (        )  (                   )   I am affected by the teacher’s facial expression to me.                                             
12. (        )  (                   )   I can tell how well I am doing from my teacher’s altitude to me.                          
13. (        )  (                   )   I can tell if I am in good favour from teacher’s altitude.                                    
14. (        )  (                   )   In class, I like to have eye-contact with my teacher.                                            
15. (        )  (                   )   Teacher’s opinions have a great influence on my school work.                                       
16. (        )  (                   )   Teacher’ advice helps my school grades.                     
17. (        )  (                   )   I like background music in class.                                                                  
18. (        )  (                   )   I can remember my teacher’s voice and intonation.                                     
19. (        )  (                   )   I like teachers to use pictures as part of teaching.                                                                      
20. (        )  (                   )   It upsets me when I am criticised in class.                                                    
21.  (        )  (                   )   Sometime other peoples’ opinions affect my marks.                             
22.  (        )  (                   )   I don’t like criticism even when I deserve it.                
23.  (        )  (                   )   Sometime criticism makes me try to improve.                                                          
24.  (        )  (                   )   It keeps on affecting me once I have been criticised.                                         
25.  (        )  (                   )   When I learn through intuition, I sense things that have not been said.               
26.  (        )  (                   )   I feel pretty confident when I have a good hunch about something.                   
27.  (        )  (                   )   I often instinctly feel it when there is a problem with my work.                                                
28.  (        )  (                   )    I can get rid of unhappiness by concentrating on something else.                                                        
29. (        )  (                   )   I can easily recall things the teacher has emphasised and repeated.                              
30.  (        )  (                   )   It helps me learn when I repeat things over in my mind           
       31.  (        )  (                   )    I find learning enjoyable and fun.                                                                         
32.  (        )  (                   )   In class, we have music in the background.                                                     
33.  (        )  (                   )   In class, we use posters, pictures and videos as part of lessons.            
34.  (        )  (                   )   I prefer to learn something quickly and well.                                                               
35.  (        )  (                   )   I like to be helped with my problems indirectly.                   
36.  (        )  (                   )    Whatever I learn, I can put into practice.                                                         
37.  (        )  (                   )   I get anxious when I take a test.                                                                    
38.  (        )  (                   )   If I am disappointed, I feel better after saying something positive.                 
       39.  (        )  (                   )   Learning is hard work—so I have to keep my head down.                   
      40.  (        )  (                   )   Learning isn’t easy, so learning can’t be fun and easy to do.                                      
       41. (        )  (                   )   When I am bored & exhausted it is useless to try to learn.        
      42.  (        )  (                   )   Learning is hard work—so I want to give up.                                                      
      43.  (        )  (                   )   Learning is not easy, so it must be difficult & take lots of work.                   
      44.  (        )  (                   )   Learning is so important so I do not take the first answer I think of.               
 
Thank you so much for completing the form.  
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             Self-suggestion                   In class, I prompt myself to stay on task.                                            
When learning, I tell myself to remember things       
I encourage myself to get good marks in school.                                                    
I think about pleasant things when I am unhappy.                                                  
I am confident in class.                                                                                         
                                                  When I have a problem, I prefer to find my own solution.                   
               Metaphor                           When learning, I enjoy examples or stories.                                                           
Descriptive stories help me understand ideas in class.                                           
I relax when stories are told in class.                                                      
          Unspoken Suggestion             My teacher’s behaviour to me affects my learning.                                                
       (indirect nonverbal Sugg.)         I am affected by the teacher’s facial expression to me.                                             
I can tell how well I am doing from my teacher’s altitude to me.                          
I can tell if I am in good favour from teacher’s altitude.                                    
In class, I like to have eye-contact with my teacher.                                            
        Spoken Suggestion                   Teacher’s opinions have a great influence on my school work.                                       
Teacher’s advice helps my school grades.                       
 I like background music in class.                                                                  
 I can remember my teacher’s voice and intonation.                                     
 I like teachers to use pictures as part of teaching.                                                                     
      Negative Suggestion                   It upsets me when I am criticised in class.                                                    
          Sometime other peoples’ opinions affect my marks.                                 
      I don’t like criticism even when I deserve it.            
      Sometime criticism makes me try to improve.                                                          
                  It keeps on affecting me once I have been criticised. 
     Intuitive suggestion                     When I learn through intuition, I sense things that have not been said.               
                    I feel pretty confident when I have a good hunch about something.                   
       I often instinctly feel it when there is a problem with my work.                                                
           Direct Verbal suggestion        I can get rid of unhappiness by concentrating on something else.                                                        
                                                    I can easily recall things the teacher has emphasised and repeated.  
       It helps me learn when I repeat things over in my mind           
        Relaxation               I find learning enjoyable and fun.                                                                         
       In class, we have music in the background.                                                     
       In class, we use posters, pictures and videos as part of lessons.            
  Accelerative learning   I prefer to learn something quickly and well.                                                               
       I like to be helped with my problems indirectly.    
       Whatever I learn, I can put into practice.               
         I get anxious when I take a test.                                                                    
                                                    If I am disappointed, I feel better after saying something positive.     
               Barriers                               Learning is hard work—so I have to keep my head down.                   
      Learning isn’t easy, so learning can’t be fun and easy to do  
      When I am bored & exhausted it is useless to try to learn.         
                                                           Learning is hard work—so I want to give up.                                                      
                                                           Learning is not easy, so it must be difficult & take lots of work.                   
                                                           Learning is so important so I do not take the first answer I think of.            
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Directions 
 
Listed below are some sentences about how you feel. Read each sentence and decide 
how you feel this way;   
Reply:  almost never(1), 
hardly ever(2),  
sometimes(3), or   
most of the time(4).  
 
Fill in the circle under that best describes how you really feel. Remember, there are no 
right or wrong answers. Just give the answer that tells how you usually feel. 
 
No.      Answer              Questions               
1         (          )               I feel happy. 
2         (          )               I worry about school. 
3         (          )               I feel lonely 
4         (          )               I feel my parents don’t like me 
5         (          )               I feel important 
 
6         (          )               I feel like hiding from people 
7         (          )               I feel sad 
8         (          )               I feel like crying 
9         (          )               I feel that no one cares about students 
10       (          )               I feel like having fun with other students  
 
11       (          )               I feel sick 
12       (          )               I feel loved 
13       (          )               I feel like running away 
14       (          )               I feel like hurting myself 
15       (          )               I feel that other students don’t like me  
 
16       (          )               I feel upset 
17       (          )               I feel life is unfair 
18       (          )               I feel tired 
19       (          )               I feel  I am bad 
20       (          )               I feel I am no good 
 
21       (          )               I feel sorry for myself 
22       (          )               I feel mad about things 
23       (          )               I feel like talking to other students 
24       (          )               I have trouble sleeping 
25       (          )               I feel like having dun 
 
26       (          )               I feel worried 
27       (          )               I get stomach aches 
28       (          )               I feel bored 
29       (          )               I like eating meals 
30       (          )               I feel like nothing I do helps any more 
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Physical Stress Indicator Checklist 
 
 
NAME:    ___________________   AGE: _____________   SEX:___M / F____ 
 
GRADE: __________           SCHOOL:__________________________ 
 
 
Is this like you to: 
 
1.         Yes/ No          Get a headache 
 
2.         Yes/ No          Be away from school 
 
3.         Yes/ No          Cry when things are not right 
 
4.         Yes/ No          Lose your temper 
 
5.         Yes/ No          Feel angry at other people 
 
6.         Yes/ No          Start to shake all over 
 
7.         Yes/ No          Worry about things 
 
8.         Yes/ No          Go to the toilet a lot 
 
9.         Yes/ No          Wish you could keep away from others 
 
10.       Yes/ No          Feel sick in the stomach 
 
11.       Yes/ No          Stumble over your words sometimes 
 
12.       Yes/ No          Get blisters around your mouth 
 
13.       Yes/ No          Get a rash 
 
14.       Yes/ No          Get cold one after another 
 
15.       Yes/ No          Clench your teeth 
 
16.       Yes/ No          Have trouble to getting into sleep 
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Chinese Teaching Method Questionnaire 
 
The questionnaire of teaching method includes two sections. Section A includes 11 
questions; section B includes 14 questions (open-ended questionnaire). The section A 
is as follows: 
 
1.    What is your main method of classroom teaching?  
A. Heuristic (Elicitation)    
B. Rote Learning     
C. Suggestive    
D. Other  
 
2.   Do you often use suggestion in teaching? 
A. Yes    
B.  No     
C.  sometime     
D.  irrelevant 
 
3.    Have you heard about the accelerated learning method? 
A. Never.   
B. Yes.    
C. Heard bit     
D. Using now! 
 
4.    Do you think that the teaching method is very important? 
A. Yes   B. Not   C.  Based on what you teach,    D.  Not obvious 
 
5.    Do you think that teaching method has something to do with personality of  
       teacher? 
A. Yes,   
B. Teaching method should be same no matter how different the  
       personality of teacher is,     
C.  Different teacher has different teaching method,    
D.  No, teaching method is fixed, 
 
 6.    Do you think that the teaching method has something to do with student’s  
qualification? 
     A.  Yes, teaching based on students’ personality,   
B.  No,  students learn from what teacher taught,    
C.  smart student are easy to use adopt to new and more advanced teaching 
method,     
D. the more smart student is, the more simple the teaching method is used,  
 
7.   If China adopted Accelerated learning what would happen?* 
A.  easier job,   
B.  raise student’s motivation,   
C.  Making teaching harder,   
D.  Unsure. 
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8.    Does your student would like to involve in classroom teaching? 
A.  they wouldn’t,   
B.  By answering questions,   
C.  By asking question,   
D.  Usually they are not. 
 
9.    In China, many students don’t like to present class,  the main reason is  
A.  the content of teaching is too old,     
B.  The teaching method is old-fashion,   
C.  both A and B,     
D.  they don’t like to study 
 
10.   What is the goal of teaching ? 
A.  Increasing percentage of university student,   
B.  let student to have knowledge,     
C.  Completed given teaching contents,  
D.  pass on effectively knowledge to students   
 
11.   Does the gender have something to do with teaching method? 
A. yes,  B.  No,  C. no difference,  D. teaching girl is more easy 
  
Section B includes 14 open-ended questions as follows:  
 
12.  What is the traditional education method in ancient China (                              ) 
 
13. The best teaching method to Chinese student is (                               )  
 
14. Main teaching method using currently in China is (                         ) 
 
15. Have you use overseas teaching method such as Accelerated learning in your  
       class teaching(                          )   
 
16.  What is main barriers if using overseas teaching method in China(                      ) 
 
17. What is obvious difference on teaching method between Chinese and Western (    ) 
 
18.  What is the key meaning of Nature education (                        ) 
 
19.  The main limitation of Chinese teaching method is (                              ) 
 
20.  The main problems of western teaching method is (                                  ) 
 
21.  The advantage of Chinese teaching method is (                                ) 
 
22. The advantage of overseas teaching method is (                                 ) 
 
23.  The main motivation of sending Chinese Child studying abroad is (                      ) 
 
24.  Is  the Psychological teaching method suitable to Chinese(                )  
 
25.  Dose teaching method have something to do with cultural background (                ) 
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 What is the Accelerated Learning ? 
 
  
• Relaxation first at the beginning of teaching & Learning. 
 
• Sound Association ( Active concert-Baroque Music: using  
 
     background music). 
 
• Building student self-confidence (through multi-suggestions). 
 
• Using latest brain research (Memory Map provides visual  
 
     association). 
 
• Improving memory and revision techniques 
 
• Enhancing classroom atmosphere 
 
• Improved classroom management 
 
• Inter-relationship between classwork and behaviour 
 
• Meta-cognition 
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Plain Language Statement -Student 
 
 
          Dear Students:  
 
          My name is Mou Dai and I am conducting research for a PhD at RMIT 
University in Australia. I am studying suggestions that teachers in China and Australia 
make in class and their effect on student performance.  
 
          This research will be done in three steps. First, I will examine schools in China 
and later in Australia. If you volunteer for this project you will fill in questionnaires to 
give me an understanding of the ways you like to learn best as well as telling me about 
yourself and what you think you are best at generally.  I will also come into your class 
to see how your class learns a few times.  I will then use your answers to compare 
people of the same age in China & Australia as well as comparing between age groups 
in the two countries.  
 
          If you would like to be part of this research program, I can guarantee to keep 
your answers in total confidence. All data will be kept for five years. No one in your 
school (or university) will ever know what you said to me in writing or personally. 
The only other people I will tell are my supervisors. Otherwise it will be totally 
confidential.  
 
          If you decide that you want to pull out of the study at any time, I will withdraw 
all of your answers and statements.  
 
          An overview and conclusions from the study will be available for you through 
your school or university once the study is finished.  
 
          My supervisors are Dr. Anthony Mathew Owens and Dr Bill Eckersley in the 
Department of School & Early Childhood Education, Faculty of Education,  Language 
& Community Services. Their telephone numbers are 0061-3-9925 7803 (Dr Owens) 
and 0061-3-9925 7915 (Dr Eckersley).  
 
          I appreciate your interest in my research. If you would like any further 
information I can be contacted at 0061-3-9925 7801 or at 0061-402 178 512.  
 
 
          Mou Dai  
 
          Department of School & Early Childhood Education  
          RMIT University, Bundoora campus, 3083  
          Vic Australia.    
 
 
          Any queries or complaints about your participation in this project may be 
directed to the Secretary, RMIT Human Research Ethics Committee, RMIT, GPO Box 
2476V, Melbourne, 3001. The telephone number is (03) 9925 1745.  
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Plain Language Statement - Teacher 
 
Dear Educators:  
 
My name is Mou Dai and I am conducting research for a PhD at RMIT  
University in Australia. I am studying suggestions that teachers in 
China and Australia make in class and their effect on student 
performance.  
 
This research will be done in three steps. First, I will examine schools 
in China and later in Australia. If students volunteer for this project 
they will need to fill in two questionnaires to give me an understanding 
of the ways they like to learn best as well as telling me about what they 
think they are best at generally. I will then use their answers to compare 
people of the same age in China & Australia as well as comparing 
between age groups in the two countries.  
 
If you would like to be part of this research program, I can guarantee to 
keep all information in total confidence. All data will be kept for five 
years. No one in your school (or university) will ever know what was 
said to me in writing or personally. The only other people I will tell are 
my supervisors Dr Anthony Owens and Dr Bill Eckersley. Otherwise it 
will be totally confidential.  
 
If any participant decides to pull out of the study at any time, I will 
withdraw all of their answers and statements.  
 
An overview and conclusions from the study will be available to 
participants through the school or university once the study is finished.  
 
My supervisor is Dr. Anthony Owens in the Department of School & 
Early Childhood education, Faculty of Education, Language & 
Community Services. His contact number is 0061-3-9925 7803 or 
0061-3-9925 7887 (Fax). Dr Eckersley can be contacted on 9925 7915.  
 
I appreciate your interest in my research. If you would like any further 
information I can be contacted at 0061-3-9925 7801 or at 0061-402 178 
512.  
 
MouDai  
 
Department of School & Early Childhood Education  
RMIT University, Bundoora campus, 3083  
Vic Australia. 
Any queries or complaints about your participation in this project may be directed to 
the Secretary, RMIT Human Research Ethics Committee, RMIT, GPO Box 2476V, 
Melbourne, 3001. The telephone number is (03) 9925 1745.  
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Appendix  I 
 
 
 
 
 
Observation Checklist 
 
Suggestion in Teaching and Learning 
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Observation Checklist of Suggestion in Teaching and Learning 
 
School:  ___________________________      Teacher:   _______________________ 
 
Year:    _____________    Subject:   ______________________     Date:  _________ 
 
  3 3 3 3 B 3 3 3 3 B 3 3 3 3 B Total 
Type of Suggestion in teaching 
                
1 Self-suggestion                 
2 Metaphor                 
3 Unspoken suggestion                 
4 Spoken Suggestion                 
5 Negative suggestion                 
6 Intuitive suggestion                 
7 Direct Verbal suggestion                 
8 Relaxation                 
9 Accelerative L                 
10 Logical Barrier                 
11 Moral barrier                 
12 Intuition barrier                 
Factors of suggestion in T 
                
13 Music                 
14 Intonation                 
15 Authority of Teacher                 
16 Activities (games, etc)                 
17 Posters, video or films                 
18 Question to student                 
Student reactions                 
19 Asking question                 
20 Respect to teacher                 
21 Relaxation                 
22 Concentration                 
23 Anxiety                 
Teacher’s performance 
                
24 Teacher as a center of 
teaching 
                
25 Positive person 
communication 
                
26 Facial expression                 
27 Body language                 
28 Eye-contact with student                 
29 Review to new materials                 
30 Critics student                 
31 Teaching method                 
Total:                 
*  3 means every three minuets.  B means a break for three minuets. 
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Appendix  J 
 
 
 
Table of Observation Results 
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Table 4-62. 
 
Observation Results on Classroom Teaching Both in China and Australia 
               
 
Observation class number 1 
AN 
2 
AN 
3 
AN 
4 
CN 
5 
CN 
6 
CN 
7 
AL 
8 
AL 
Total 
 Usage Frequency    
1 Self-suggestion 10 3 7 0 1 4 7 4  
2 Metaphor 0 0 0 4 5 7 4 2  
3 Unspoken suggestion 5 0 10 0 0 1 2 3  
4 Spoken Suggestion 11 11 10 8 9 6 12 9  
5 Negative suggestion 0 0 0 3 2 1    
6 Intuitive suggestion 0 0 0 3 6 4    
7 Direct Verbal suggestion 12 12 11 10 11 6 12 10  
8 Relaxation 12 8 11 0 3 2 12 4  
9 Accelerative L    0   12 9  
10 Logical Barrier 1   0 1 1  2  
11 Moral barrier    0 1     
12 Intuition barrier 1   0 1  1   
Factors of suggestion in T 
         
13 Music    0 0 0 12 12  
14 Intonation 1  3 1 0 0 4   
15 Authority of Teacher 10 12 9 7 11 4 8 9  
16 Activities (games, etc) 12 0 6 4 0 8 11 9  
17 Posters, video or films 1  0 1 0 0 10 11  
18 Question to student 12 12 11 11 11 5 5   
Student reactions          
19 Asking question 12 7 12 0 1 0 8   
20 Respect to teacher 12 12 12 10 11 4 10 7  
21 Relaxation 12 12 12  1 4 9 4  
22 Concentration 12 12 12 11 11 10 12 8  
23 Anxiety Noic
e 
  Silen
ce 
silen
ce 
silen
ce 
   
Teacher’s performance 
         
24 Teacher as a center of 
teaching 
12 12 12 12 11 2 8 12  
25 Positive person 
communication 
12 12 12 10 11 6 11 12  
26 Facial expression   2 0 2 9 8   
27 Body language   0 0 0  3   
28 Eye-contact with student 2  0 0 1  4 2  
29 Review to new materials   1 1 4     
30 Critics student    2 5 3    
31 Teaching method          
Total:          
*  3 means every three minuets.  B means a break for three minuets. 
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Table 4-62 continued… Observation Results  on Classroom Teaching Both in China and Australia      
Australian classes  Chinese classes AL classes  
 
Observation class number 
(45 minutes each class) 
 
1 
90m 
 
2 
  
 
3 
 
 
% 
 
 
 
4 
  
 
5 
  
 
6 
  
 
  % 
 
7 
  
 
8 
  
 
% 
  Usage Frequency   
1 Self-suggestion 10 3 7 41
% 
0 1 4 14% 7 4 46% 
2 Metaphor 0 0 0 0 4 5 7 44% 4 2 25% 
3 Unspoken suggestion 5 0 10 31
% 
0 0 1 2.7% 2 3 21% 
4 Spoken Suggestion 11 11 10 66.7% 8 9 6 
64% 12 9 88% 
5 Negative suggestion 0 0 0 0 3 2 1 17% 0 0 0 
6 Intuitive suggestion 0 0 0 0 3 6 4 36%   0 
7 Direct Verbal suggestion 12 12 11 73% 10 11 6 
75% 12 10 92% 
8 Relaxation 12 8 11 64.6
% 
0 3 2 14% 12 4 66.7
% 
9 Logical Barrier 1 0 0 2% 0 1 1 5.5% 0 2 8.3% 
10 Moral barrier 0 0 0 0 0 1 0 2.7% 0 0 0 
11 Intuition barrier 1 0 0 2% 0 1 0 2.7% 1 0 4.1
% 
Factors of suggestion in T 
           
1
3 
Music     0 0 0  12 12  
1
4 
Intonation 1  3  1 0 0  4   
1
5 
1
6 
Authority of Teacher 
Activities (games, etc) 
10 
12 
12 
0 
9 
6 
 
 
7 
4 
11 
0 
4 
8 
 
 
8 
11 
9 
9 
 
 
1
6 
Activities (games, etc) 12 0 6  4 0 8  11 9  
 
1
7 
Posters, video or films 1  0 1 0 0 10 11 
1
8 
Question to student 12 12 11 11 11 5 5  
Student reactions         
1
9 
Asking question 12 7 12 0 1 0 8  
2
0 
Respect to teacher 12 12 12 10 11 4 10 7 
2
1 
Relaxation 12 12 12  1 4 9 4 
2
2 
Concentration 12 12 12 11 11 10 12 8 
2
3 
Anxiety Noi
se 
Noi
se 
Noise Sile
nce 
Sile
nce 
Silence 
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Teacher’s performance 
        
2
4 
Teacher as a center of 
teaching 
12 12 12 12 11 2 8 12 
2
5 
Positive person 
communication 
12 12 12 10 11 6 11 12 
2
6 
Facial expression   2 0 2 9 8  
2
7 
Body language   0 0 0  3  
2
8 
Eye-contact with student 2  0 0 1  4 2 
2
9 
Review to new materials 
  1 1 4    
3
0 
Critics student    2 5 3   
3
1 
Teaching method         
Total:         
 
 
 
 
  
 
 
  
 
 
